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ABSTRACT 
The extended practicum is a crucial learning experience for pre-service teachers. This study 
examines how pre-service teachers Jearn about teaching within the context of the extended 
practicurn. 
Narrative methodology was chosen as an appropriate means to explore and interpret the 
beliefs and experiences of pre-service teachers for a wider audience while still preserving 
their voices. 
The pre-service teachers and I had a common agenda: to improve the experience of future pre-
service teachers on their extended prnclicum. Our approach to this differed. I wanted to focus 
on the pre-service teachers' learning about teaching so that future pre-service tcach~rs could 
improve their learning. The pre-service teachers' narratives focused on other factors which 
were impacting on them so that the Faculty of Education could improve their programme. 
Both sets of factors have been included. 
The key themes which emerged, learning from critical incidents, the impact of the a'isessment 
and the baggage we carry. have been amplified through the narratives of the pre-service 
teachers. 
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Chapter 1 
INTRODUCTION 
This study is about the impact ofpracticum experience on prcscrvicc teachers, referred to also 
as student teachers. More spccirically, the study is about the impact of an extended practicum 
programrr11.:, the Assistant Teacher Programme, on five student teachers in their final year of 
their teacher education course at Edith Cowan University, Perth, Western Australia. 
I was first directly involved in working with student teachers when supervising primary 
student teachers from Edith Cowan University on their Assistant Teacher Programme in 
1995. I have also been u mcmhcr of the Confirmatory Panel, visiting and assessing student 
teachers who were nominated for a grade of Outstanding. During this supervisory period I 
was intrigued hy the changes in the student teachers and I wondered what contributed to these 
changes. My continued interest in the student teachers' experiences and the changes they 
underwent led to my decision to undertake research in this area. In 1996, as a part of my 
course work for my Master of Education, I worked with a class of third year student teachers 
as they prepared for the ATP. I also met with three of the student teachers over the period of 
their ATP to follow their experience. 
Students enrolled in the final year of the three year Bachelor of Arts (Education) course at 
Edith Cowan University have experienced a two week practicum in each semester of the first 
two years of their study. In the third year of the B. A. (Educ.) course, students arc placed in 
a classroom for an extended practicum of one term of ten weeks. This extended practicum is 
called the Assistant Teacher Programme (known locally as 'the ATP'). In the term 
immediately prior to the ATP, student teachers participate in the unit EDU3500 Education 5. 
The aim of this unit is to prepare the student teachers for the ATP. Modules covered in this 
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unit include professionalism, planning and programming, record keeping and improving 
teaching skills. 
In his introduction to the A.\',\'i,\'lallf Teacher Programme 1997 Guidelinesfor principals, 
teachers, assistanlteachers, Bernard Harrison, Dean of the Facuhy of Education, states that 
.. the ATP is recognised us a crucial aspect of the student teacher's preparation, and competent 
pcrformunce on ATP is a requirement for graduation" (Edith Cowan University, 1997, p. I). 
The ATP is a consequential experience for student teachers. As well as the finHl teaching 
mark being critical for the student teacher's future employment prospects, extended practieum 
experience is signi!lcant for learning to teach (Loughran, 1996, p. 55). 
Descriptions of the differences hetwcen novices and experts can be found in recent accounts 
of the shirt from novice to expert, hut how these differences have occurred hus not been 
examined (Des forges, 1995, p. JR5). Little is known about how particular experiences as a 
student teacher contribute to the constmction of knowledge about teaching hy the student 
teacher (Jones & Vcsilind, 1996, p. 92). Studcnl teacher perspectives have been undervalued 
and under-researched (Kettle & Sellars, 1993) yet we need to know the student teachers' 
perspectives to: 
• understand their developmcnl; 
• improve professional pmctice experience and supervision; 
• improve the student teacher's classroom practice; 
• rcfonn teacher education curricula; and 
• find out what would he most helpful and supportive to sludent teachers. 
This study set out to trace and describe five student teachers' experience of their ATP with a 
view 10 interpreting this for a wider audience while still preserving the student teachers' 
Page 2 
-------------· 
voices. The main purpose was tn provide a resource whereby future student teachers could 
gain insight into the experience of being a stmlcnt teacher on ATP and the ways in which 
these experiences impacted on the student tc:Jchcr's practical theory of teaching. A secondary 
purpose was to provide the raculty of Education with infurmution so thut the ATP, could be 
improved for the benefit of future student teacher!-.' learning about teaching. 
Choosing a methodology in which to contluct this study raised interesting issues. How can 
one know what is going on inside a student teacher's head'! My reading pointed to the 
growing interest in and usc of stories and narratives to explore a teacher's beliefs and 
experiences. My previous research had heen predominantly in the empirical, quantitative 
mode yet narrative continued to grow in appeal as an appropriate method to usc for this 
particular study. 
The study is divided into seven chapters which seck to integrate the development of my 
thinking with the research study itself. In ch:tpter two, I dialogue with the theoretical 
perspectives informing the study. I discuss the current research into the learning of student 
teachers, including the role of, the development of and changes in the practical theory of 
student teachers. As I explore my understanding of narrative, why narrative has arisen as a 
research methodology, what narrative is and how narrative is situated as a research 
methodology, I rcllect on the interaction of the learning of student teachers with the usc of 
narrative research. 
Chapter three describes the study and the various issues that arose as a result of using 
narrative research, including the shifting focus of the study and unexpected ethical dilemmas 
and conflicts for myself as a researcher. 
The narratives arc presented in chapters four, five and six. Chapter four, Learning aholll 
teaching, looks at the encounter of three of the participants with unusual situations which they 
had not anticipated. The impact of the asscs.\mellt, chapter five, reveals the impact of the 
Page 3 
I 
m;scssmcnt process on the lcaming of' the participants. In chapter six, 11ze ha!{gaw· we carry, 
the impact of the past c.:xpcricnl-,; ~Jf one of the participants is revealed along with some of my 
own stmgglcs as a researcher with nspccts of his story. 
Three key factors, critical incidents, assessment, and pcrsnnul haggagc were identified as 
impacting on the learning :md c~.pericncc of the participant~ on their extended prw:.:ticum. In 
chapter seven, these findings arc discussed along with rcllcctions on the usc of narmtivc as a 
research methodology. My fimtl comment, :.tn open lctlcr to pre-service teachers, is given in 
the epilogue. 
Page 4 
CHAPTER 2 
DIALOGUE WITH THE THEORETICAL PERSPECTIVE 
In the landscape of tc;u:hl'r education, ~tudcut leader..; Jive in the tran..,ition wnc hctwccn the 
en vironmcnt of thL" un i vcr\H y. a.., reprL'">L'JIIt'd tu 1 ht·m hy llw I ·acuIty of Lducat ion, omd the 
cnvironmc111 of the schot~l. a\t'\pcricnn·d 111 till.' cl:l..,,nltllll. The t'll\'lflmrtll'lll tlf the 
university j_, gcncralty rharat·lt'n't'd "' tlllt' u1 mqwry and qut',llollltl!-!. ant'JJ\'Ironnlcntm 
which the ;:u.·adc mic ... produce and L' \ph 1rc tilt' h 111m lt·d !!L' lw .. c' llf 1 he If d 1\l' 1 p 1 int''· The 
environment of thl' cla,,romn '' chanlt'll'r"l' .. nl h~ :lrl!on and illln:IL"l!Oil. The lt'tH.:hcr may he 
guided hy rdll'rtion and informed dt·ci,lull 111.1hlll!-' m pn.·p:!l'lll!-' for till' d;t~··.., Je,,om. hut m 
the classroom the teacher f:1ct'\ a \IIU:Itron \\lltdl '" f:n k"" 'ln:kr t·unlrn!. Dc':I\IPil'- fllll\1 he 
generally charm:'.criscd this distinction in tt'rlll" of tht·ory and pral"ltcl'. ~l'l"lll~ thL'lf uwn role 
as facilitating the an111isition of kiHmkd_\!L' wlul...· -.tudcnt ll'itdtl·r~ learn thl."tr pr:u.:IKl' in 
fieldwork or professional practin· 1 hdchcr. I!N(J. pp. H1?- X 1. 
Reflection and practical theory 
Concerns ahout the theory practice ~ap haw led to an inncasin~ inll'fL'\1 in rdlcdion wttlnn 
teacher education and hcytmd ("t'l' l'lat1cr. Sndlm!! ,X; llla~L·. JlJtJ7: ('ltl"l. lltllt"ltlll. & 
Pugach. 1 t)l)() ). Teachers who tdkc 1 un tilL' 1 r pract IL"l'. alon ~ \\ 11 h othn pr olL'""l'lna h. ilfL' 
involved in a l'tJ/lscitlUS intcractitln with ;z pn1hlcm:1tir ~ltll:l!tilll. ,\f(J~t hcha\itlltr:d 
competencies can he taught to studenttc;zchns \\"llh one L'\n·ption: tit~· :~hthty to art 
appropri:.~tely (Richanbon, JIJ1J0). Making _jlHll!L'menh. a~ ... c~"mg 11 ~ttmtton ;md h:l\"ing 
some experience with situations arl' all llL'CCss:try if one j.., to art otppropriiltl'l~ . Hcl"l-·l·lt \ ;.· 
practice promotes the ahility to act appropriatdy and hdp~ mel'! tiK' n·t:mnnll·ndation ,:f 
Pa!!l' ~ 
Dewey ( 1904/5, in Valli, 1990) ''that education programmes should produce students of 
teaching who arc thoughtful ahout cdm:ational theory and principles r:tther than skilled in the 
routine, mere technicians and 'copiers, followers of tradition and example'." (p. 39). 
Rcllcctivc pnu.::tice is considered to improve teaching (Vuughan, 1990). By hcing reflective, 
teachers examine and make clear what they hclieve and so they can change, and thus 
improve, their teaching prw.::tic~.:. 
Rcllection involve~ a person in uctivcly quc~tioning ;md accepting or rejecting what is 
experienced or communic:ucd, linking the new information with their prior knowledge and 
generating new understandings and knowledge as a result. Effective learning is the result of 
the person actively constructing their own personal world view of reality. Yet teachers, like 
most humans. will tend to close down rather than open up to the possibility of restructuring 
their beliefs (Dcsforg,cs, I 995. p. 3X9). As llandal <llld Ltmv<ts ( 1987) present the dilemma 
"some fishermen arc said to lwvc twenty years experience: others have only one year 
experienced twenty times. The Iauer have never reflected on their practice to actually learn 
from it" (p. I I). The lecturing staff at Edith Cowan University require student teachers 
enrolled in EDU3500, the prcpamtory unit for the ATP, to submit a copy of their 'belief 
system • including their educational tlims, their eun·ent beliefs about tet~ching and learning, 
their repertoire of teaching strategies, how they plan to cater for individual differences, and 
their approach to classroom management, teacher-student rel:-ttionships, evaluation and self 
evaluation. By attempting to make student teachers he explicit about their belief systems, 
lecturing staff recognise that student teachers, as well as teachers, have practical theories 
which direct their behaviour (!-Ianda! & l.auvas, 1987, p. 9). 
Practical theories of teaching 
Personal experience, common sense and common practice arc thought by many to be the 
means by which teachers teach (Fang, 1996, p. 5 I). There is, however, substantive evidence 
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to the contrary. Teachers hold theories ahout teaching which influence their practice (Fang, 
1996, p. 51). What teachers believe and think directs their behaviour tAiarcao & Moreira, 
1993, p. 183; Zeichner & Liston, 19H7, p. 24). Handal and Lauvas (1987) propounded the 
thesis that "every teacher possesses a 'practical theory' or teaching which is subjectively the 
strongest determining t"<lctor in her educational practice" ( p. 9). Fang ( 1996) cites Brophy 
and Good (1974) as stating "that a heller understanding or [a! teacher's belier system ... will 
significantly contribute to enhancing educational cffectivcness"(p. 60). 
What is a practical theory? 
Handa] and Lauvas ( 19R7) deline practical theory as "a person's private, integrated but ever~ 
changing system of knowledge, experience and values which is relevant to teaching practice 
at any particular time" ( p. 9). The practical theory has three components: 
• personal experience; 
• knowledge and experience transmitted rrom others; and 
• personal values and ideals. 
Each or these components arc intimately interwoven and impossible to separate. Each 
component influences and is innuenccd by the other components. A different weighting and 
level of importance is carried by each component. Of the three components, Handa! and 
Lauvas ( 1987) consider 'values' as having the strongest inlluencc. A person can be stronger 
or weaker in a particular component. An example would be a student teacher who may have a 
strong knowlellgc about teaching transmitted from others, hut little practical experience or 
teaching. 
Other terms in the literature similar to practical themy arc educational platrorm (Scrgiovanni & 
Starratt, 1979); knowing-in-action (Schon, 1983); schema (Bullough & Knowles, 1991 ); 
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practical philosophy of teaching (Goodman, 1988) and theory-of-action (Marland & 
Osborne, 1990). My preferred definition is that of Handa! and Lauvas ( 1987) because of the 
greater comprehensiveness of their definition and the explicit statement of the key clements. 
The development of student teachers' practical theories 
Incorporating "the existential e:xpericnccs of the participants themselves (i.e., their language, 
actions, thoughts, feelings. and perceptions)", researchers have described the development of 
student teachers' practical theories over an extended period of time noting the active role of 
the student in this development (Goodman, 1988, p. 122): the contribution of reflective 
thinking particularly in the context of peer reflection groups (Kettle & Sellars, 1993, p. 36); 
and the detrimental im11act of the assessment based context of the practicum on "the trialing of 
ideus considered central to an individual's practical theory" (Kettle & Sellars, 1993. p. 36). 
Part of becoming a professional is moving beyond the substitution of experience for theory to 
a process of fusing both theory and experience. Student teachers approach teaching with high 
ideals and expectations which, when exposed to the reality of classroom life. often quickly 
collapse. Cole and Knowles ( 1993, p. 459) colllcnd that student teachers arrive at teaching 
with an idealised picture of what it means to he a teacher and of what teaching is about. The 
reality of cla."isroom life shatters this image. This 'reality shock' is further complicated by the 
gap student teachers perceive between the theory they have learned and their actual 
pcrfonnancc in the classroom (Brommc & Tillcma, 1995, p. 261). 
Experience with students can be a significant catalyst for change. Jones and Vesilind ( 1996) 
identified the midpoint of the student teacher's extended practicum as a time when significant 
reconstruction of the student teacher's knowledge about teaching occurs, changes attributed 
by the student teachers to their experiences with students. The student teachers interviewed 
by Jones and Vesilind, on assuming the full teaching load during their extended practicum, 
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were faced with students responding in unexpected ways to their instruction. Such anomalies 
provided a powerful basis 1'01 learning about teaching by the student teachers. 
Other researchers have l'ound that exposure to experience in the classroom is just as likely to 
lead to lillie reslructuring occurring in a student teacher's practical theory as it is to the deep 
analysis which leads to the forging of new beliefs (Beach & Pearson, 1996, p. 1 I: 
Dcsforges, 1995, p. 389). A dilemma can develop for the student teacher when conflicts or 
tensions arise. A numhcr of conflicts experienced hy student teachers have been identified, 
along with variations in the willingness of student teachers to acknowledge and to Jearn from 
such conflict (Beach & Pearson. 1996, p. II). Beach and Pearson found that if the student 
teacher perceived that acknowledging connie! nr tension would negatively affect their 
assessment, they were more likely to avoid acknowledging the problem and therefore avoid 
the reflection and questioning which would lead to necessary changes in their practical 
theory. 
How does a teacher's practical theory change? 
Despite the importance of teacher's practil:althcorics to the process of teaching, liule attention 
has been given to how changes in the practical theories of teachers occur or the consequences 
of these changes. While Kettle and Sellars (I 993) characterise the practical theory as "being 
both highly individualised and susceptible to change" (!J. I), others characterise the practical 
theory as difficult to change (sec, for example, Cole & Knowles, 1993; Bromme & Til lema, 
1995). While I accede that the practical theory is highly individualised, I agree with 
Desforges (1995, p. 391) who argues that teachers arc likely to minimise unexpected 
observations by ignoring or absorbing them rather than restructuring their beliefs. Rather than 
encouraging a restructuring of the practical theory, in my experience working with student 
teachers, the practieum seems to he a sor.ialising experience cncoumging student teachers to 
conform to the norm of the classroom and the school, to maintain the status quo, rather than 
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to qucsiion and challenge current practice (sec also 7.cirhncr & Tabachnick, 1981, p. 9). 
Considerable effort is needed to create the possibility of restmcturing beliefs in the light of 
experience (sec Appemlix I for A modd r!fcowlitivc re.\·tructurinK re.mltingfrom 
experience). In the case of the student teacher, the classroom situ;ation, the assessment based 
nature of the practicum and the interaction with the supervising lCachcr and the university 
supervisor arc vuriuhlcs which can also impact on the cycle of restructuring (Martinei'., 1992, 
p. 60; Kculc & Sellars, 1993, p. 32, 36). 
People actively and continuously construct their own knowledge on the basis of experience 
and prior knowledge (Biggs & Moore, 1993, p. 22). The cognitive schemes developed arc 
modified through interaction with the sol'ial and natural environments which influences the 
way things arc looked at as much as u·hat is looked at. l'olkinghorne ( 1988) views 
experience as ''enveloped in a personal and culmral realm of non-material meanings and 
thoughts" (p. 15). Using Polkinghorne's construction. we can expect student teachers to 
make sense of their personal WIH·Id hy mediating their response to the practicum by 
deliberating. Previous experience is retrieved and the relationship between actiom; and 
consequences arc explored as a varil'ly <lf sccnari<)S arc created imaginatively in order to 
anticipate the outcomes of actions and make dedsions about what to do. In choosing how to 
d~al with a classroom management prohlcn1, a rcncctive teacher will draw on previous 
experience to explore, imaginatively. a variety of possible solutions to anticipate possible 
outcomes before making a decision on the action to he taken. 
According to Polkinghornc, we should also expect student teachers, through language, to 
exchange personal thoughts and , xpcrienccs. The thoughts and experiences of others arc 
incorporated into the personal cognitive schemes of the .~tudent teacher and so inform the 
deliberating procc!'>s. Constmcting knowledge involves constructing meaning and meaning is 
filtered through perception as well as action. A forestry worker, a miner and an 
environmentalist would he likely to construct diiTcrcnt knowledge and gain different 
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meanings from reading the same brochure outlining government policy on the old growth 
forests. 
Student teachers. in trying to make sense of their classroom experiences on practicum, focus 
on specific event:-; and shape them as stories (Carter, 1993). This process, captured over the 
period of the ATP, gave insight into what the stmlcnt teachers in my study were experiencing 
and how this changed over time. Mattingly ( 1991) observes: 
Stories point toward.~ lkcp hclids and assumptions that people often 
c;mnot tell in propositional or denotivc form, the "practical theories" 
and deeply held ima~cs that guide their actions ... Actors may not be 
iihlc to present their pmctical thcoric~ ... propositionally or may offer 
explanatory theories that do not SCL~Ill to rcllel:t the assumptions 
actually inllucncing thl'ir <ll:tinn. But they can alway~ tell stories about 
what they have done and what has happened to them, and others, as a 
result. (p. 236) 
Because I agree that the stories people tell do point towards their deep beliefs and 
assumptions, the images that guide them, the pnKtical theories behind all that they do, 
narrative became the natural way to convey my own research. Narratives, in ordering human 
actions and individual events into a comprehensible whole, aid the registering of relationships 
from which meaning is gained. The significance of particular actions and events c:tn be 
evaluated in relation to the whole. Because events and actions arc framed within the context 
of human motives and desires ;md limited by both time and environment, narratives make 
human action explainable. The significance of events is clarified in relation to the outcome. 
Meaning is generated. 
Page I I 
I 
Using narrative as a way of researching 
The purpose of this section is to explain narrative so that the reader can understand the 
mc<ming of narrative which I have reached and why I have used narrative for this particular 
piece of research. 
What is a narrative? 
The Macquaric dictionary defines a narrative in the first instance as a "story of events, 
experiences or the like. whether true or lictitious" (Delbridge. Bernard, Blair, Peters & 
Butler, 1991. p. IIXJ). In the smnc volurnc. a story is found to have a number of clements. 
A story can he true or llctitious and involves a plot or succession of incidents which arc 
reported as a talc, an accmmt or a his10ry which has an interest or entertainment value for 
those who hear or read the account. While literary theorists would make distinction\i between 
story and narmtive, for the present purpose I understand the two terms to refer to a similar 
construct (Ciandinin & Connelly. I <J<J I, p. 259). To further clarify the meaning of narrative, 
I examine other properties ef narratives. 
Narrative as structure 
Structuralist theory, in which each narrative is seen as having two parts, a story and a 
discourse (Chatman, 1978, p. 19), provided what I consider to be u minimum structure for 
narrative. The story provides the ~:on tent of m:tions and events as well as characters and 
setting while the discourse provides the expression or the means of communication. This 
basic structure is further elaborated hy Pia get (quoted in Chatman, 1978, p. 20 -22), who 
identified three key aspects of narrative stmcture: 
• wholeness~ a sequential and organised structure; 
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• transfonnation -an clement of the deep stmcture rcnected in how the story is put together 
and whether change:-. in events, characters and setting arc made to preserve the whole; 
• self-regulation- a self-contuincd structure which maintains and closes itself. 
Other features traditionally considered important ttl narratiw included plot, character, setting, 
point of view, narrative voice, interior monologue, stream of consciousness and narratce or 
reader (Chatman. 197H, p. 263). 
A narrative is also defined as "the symbolic presentation of a sequence of events connected by 
subject mallcr and related by time" (Scholes, I 'JX I, p. 205). Events have already occurred 
and the subject matter is related as it is conncdcd in time. Certain events arc selected by the 
narrator and arc put together in a particular shape with a particular audience in mind. A very 
spccilic syntuctic shape, such as that of beginning- middle- end, or situation-
transfonnation- situation, is adopted. 
The ATP provided a natural structure for my own narrative accounts of the student teachers' 
experiences. There was a definite beginning. middle and end, a common su~jcct matter, as 
well as a natural sequence of time. There were dmractcrs, the participants themselves, their 
supervising teachers and their university supervisors, while other staff members at the school 
as well as students had a role. There was a setting, the school and class placement or each 
student teacher. The point of view chosen was that of the student teacher. Other points of 
view could have hccn included. hut my spccilic interest was the point of view of the student 
teachers, so, for better or for worse, the poim of view of the other characters in the story arc 
not heard. The narrator's voice is in the story. but shifts as the multiple selves of the narrator 
emerge. 
I am aware that "contcmpomry texts challenge trmlitional notions of narrative causality" 
(Chatman. 1978, p. 263).1n literature, more recent narratives arc challenging the notions of 
order, temporality and structure. In a similar way. I believe that narrative research challenges 
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the traditional notions ofwlmt research is. Narrative research draws on the postmodern 
position which denies certainty and ohjcctivity. While qualitative research acknowledges as 
legitimate the affect of the rcscurchcr. narrative research not only acknowledges the role and 
voice ofth~ researcher I narrator, hut almost insists on them being forcgrounded. 1 think that 
there is a potential d:.mgcr in moving away from recognisable forms and structures that, as 
with some fonns of more recent literature, will go "on and on until it means anything and 
everything" (llohan, 1976, quoted in Packwood & Sikes, 1996, p. 336). I do not rind such a 
position helpful lor contrihuting to knowledge and improving pn:~cticc. As a Masters student, 
I also recognise my vulnerability in choosing to usc a form of research which differs from the 
"mono logic authorial texts" of trmlitional forms (Packwood & Sikes, 1996, p. 336). While 1 
am prepared to challenge the certainty and ol~!cctivity of whnt we call research, I am not yet 
prepared to challenge the forms in which rny thesis could he suhmittcd. Maintaining an 
acceptable structure within the narratives is important for me in providing a form which 
makes the thesis accessible to potential readers while at the same time allowing me to carry 
out research which is both personally and academically meaningful. 
Narrative as construction 
Narrators, consciously or unconsciously, construct a version of events that reflects their 
version of reality, their reprcscntatilm of the world (Mitchell. 198 I). Some events arc 
acccntuoltcd while others arc omitted or minimised. So, for example, some arc chosen to 
highlight the persecution of the protagonist while others arc chosen to minimise the 
protagonist's role in bringing on the persecution, some arc slanted to evoke pity or admiration 
while others arc glossed over for rear or revealing the protagonist in an unfavourable light 
(Schafer, 1981). 
Mattingly ( 1991) observes "One could say that in stories the storyteller is always implicitly 
<mswcring the question 'Who is to blame here?'." (p. 256). While narratives arc concerned 
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with action, a focal point of a narrative is the motives and intentions of the ehuractcrs 
portrayed and their role in the events that occur and the final outcome. A narrative is an 
investigation of events~ action. conflict, drama- as they occur. 
In choosing from the many stwics and incidents shared hy the participants, I was forced to 
choose some events over othen;, to highlight those incidents and events which were, to me, 
the narratives that opened the windows into the student teachers' experiences. To ~omc extent 
I ask the question 'Who is to blame here?' while remaining conscious that I have heard only 
one side of the story. i\t times I have hccn appalled at the sadness or injustice in the student 
teachers' narratives. I have sat and listened to their unfolding narratives, finding it difficult to 
believe, wondering how much their constmction of their narratives reflects an atlcmpt tv 
protect their own self-worth in trying to make sense of their experience. I wanted to hc<Jr the 
voices of the other clwracters. I wanted to ohservc the student teachers in their classrooms 
with my own eyes and make my own judgement. Yet I had chosen to limit myself to their 
narratives, to sec this practicum through their eyes alone. In constructing my representation 
of their world, I have attempted to reflect my participants' version of their reality. 
Narrative as communicating meaning 
Telling stories is a basic way of representing action (Bruner, 1986; Ricoeur, 1981, 1984) and 
they arc told for many reasons: "to entertain, to gossip, as evidence for our arguments, to 
reveal who we arc" (Mattingly, 1991, p. 235). Narr:llives assume two parties, a narrator and 
a narratee (Chatman, 1978). The narrator constructs a story that usually has an evocative 
clement that dmws the narratee in, so that the narratcc identilics with the protagonist of the 
story and so experiences something of the situation that the protagonist experiences. In 
constructing my nmratives, my intention was to open a window on the experience of being a 
student teacher, to so construct my narrative that you, the reader, would identify with the 
participants and so gain an understanding of what they know from their experience. 
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Narratives help solve the problem of communicating what one knows. As White ( 1981) 
observes: 
We may not be able fully to eomprchemJ specific thought patterns of 
another culture, but we have relatively less difficulty tmderstmulillg a 
story coming from another culture ... far from being one code among 
many that a culture may utilise fur endowing experience with meaning, 
narrative is a mctm:ndc. a human universal on the basis of which 
tnmscultural message~ about shared reality can be tr:msmittcd." (p. I -
2). 
The narrator, in constructing the story, scL:ks to communicate meaning while the narratcc, in 
interpreting the story, gains meaning (Carter, 199J). h111 hoth narrator and narratec bring their 
own experience and knowledge, their own baggage, to their writing and reading of the 
narrative. 
Narrativc:s arc "characterised by an intrinsic multiplicity of meanings" (Carter, 1993, p. 6). 
and have more information than can readily be gained from one reading. Consequently the 
knowledge implicit in narratives cannot he reduced to a general rule, law or proposition 
(Martin, 1986). The multiplicity of meanings, and hence interpretations, characteristic of 
narrative resist a single scientific explanation. 
Bruner (1986) states "language is our most powerful tool for organising experience, and 
indeed, for constituting 'realities'," (p. 8). Telling stories helps to make sense of experiences. 
As Mattingly ( 1991) observes "One motive for telling stories is to wrest meaning from 
experiences. especially powerful or disturbing ones" (p. 237). Narratives capture the 
ambiguity and dilemma of situations as well as the complex and unpredictable inllucnccs and 
intentions of the participants in the story (Carter, 1993). 
The ATP is an experience which 'hangs over the heads' of student teachers from the 
beginning or their teacher education. For the five student teachers in this study, the ATP was 
a powerful and sometimes disturbing experience. Telling their stories gave meaning to their 
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experiences even if it was only for the sake of "getting something done to fix it up" 
('Christina', personal communication, Novemher 30, 1997). 
The political nature of narrative 
Narrative "dares to <tnnounce 'I am' ('we ure') and in so doing dcliheratcly defies the forces 
of alienation, :momic, annihilation, authoritarianism, fmgmentation, commodification, 
depreciation, and dispossession" that h:tve ~~risen :.ts :.t result of the growing disillu~ionment 
with the Modern world (Casey, 1995, p. 213). Casey (1995, p. 216) claims that, in an 
increasingly mechanistic age, narrative celebrates ordinary people's actions by putting 
"shards or experience together. to (re)constrw.:t identity. community, and tradition". Turner 
( 1981) also echoes this thought. Narratives: 
endeavour to rearticulate a social group hrokcn hy sectional or self-
serving interests ... [Narrative[ attempts to rearticulatc opposing values 
and goals in a meaningful struclurc ... remaking cultural sense, even 
when they seem to he di.~mantling ancient edifices of meaning that can 
no longer redrc.~s our modern "dramas of living". (Turner, 1981. p. 
164) 
Narratives enable the telling of stories hy which a culture comes to know itself and by which 
it is able to make itself known to others. 
Narratives have political agendas. Mattingly ( 199 I) observes that "the kinds of issues that arc 
the stuff of stories - actions. accidents, alliances, and enemies - I arc 1 particularly dangerous 
material in an institutional climate governed by a high level or delicate international politics" 
(p. 256). White ( 198 I) views narrative as supporting "orthodox and politically conservative 
social conditions' (Mitchell, 1981, p. viii), whereas Turner ( 1981 ), while recognising that 
narrative opposes disorder and chaos, also recognises narrative as "a way of bringing on 
disintegration and indetcrminancy in the interests of unpredictable transformations in a 
culture" (Mitchell, 1981, p. viii). The Popular Memory Group ( 1982) recognise the 
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importance of"a popular memory that is socialist, feminist and anti-racist as one clement in a 
strong popular socialist culture. It is one means by which an organic social group ... becomes 
capable of a wider transforrnativc role in the society" (p. 214). Casey ( 1995) also recognises 
the connection of narrative research projects with political projects, ciling examples of the usc 
of narratives ut a personal level to address the "existential, phenomenological, and 
psychoanalytic apprehensions about the self !arising I from the alienation produced hy social 
institutions" (p. 219) and at a collective level when the stories of suhordinutcd people become 
a part of an overall strategy to gain political ground (p. 220). 
The political nature of narrative raises illlp(lftant questions. As Casey ( 1995) observes "what 
is at stake is a fundamental rcconstructi<m of the rclati<mship between the researcher and the 
subject of the research" (p. 231 ). I low will the rcsc;:~rcher treat the narrative~ of those they 
interview: "as subjects creating their own history [or] as ohjects of research?" (p. 232)? What 
relationship will the researcher have with the participants: acquaintanceship or friendship? 
How will the researcher deal with lhc rcscan.:hcr's own subjectivity: hy bringing in, or hy 
excluding, the personal in their research? The writing of the narrative itself becomes a 
political act. As Nespor and Barber ( 1995) experience "composing wirh the people who arc 
part of your research- seeing them as co-authors and part of the audience for the text- is 
different from writing ahour them for other audiences" (p, 49). The audience chosen shapes 
the text and "situates the texts politically" (Ncspor & Barber, 1995, p. 49). Researchers must 
choose between aligning themselves with their own social network. ''the more academic or 
intellectual clements in the pro!Cssionalmiddle class" (Popular Memory Group, 1982, p. 
250) or becoming a companion to "the social groups previously marginalized and treated as 
sources of data" (Ncspor & Barber, llJ95, p. 4lJ). I found, as I listened to the stories my 
participants shared with me, that. although my intended audience had been future student 
teachers entering their ATP, my participants were sharing stories that they wanted 
communicated to the Practicum Department and the Faculty of Education. 
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As the research took on a liiC of it:-. own. I w:1.., fon.:ed !o d10osc lx-twccn aliJ:!ninJ:! myself 
with the trmlition:d network of n.'SL'<tfdll'fs ami m::1<lcmics and answcnn~ !Ill' Ill" it! rcscard1 
questions I had started out with (lf ali!!nin!! mysL·If w1th my \ll\Jfl'l'" 11f dat;t. tilt· ..,tudcrll 
teachers, :.u:d telling the story thL·y w:UliL'd to h:tw lll·anl. By shift11t~ my mtnHkd pnrnary 
audience from other studemlcal'lll·r.., tu till' !-acuity ot hlucatton and hy aiiL'Illjl\111~ to tell 
what was important to the studenttL·achcr..,, I ali~nL·d lll)'"L'If politically wtth the ..,tudcnt 
teachers. At the same tinll' I rL'l'O!!ni..,L·d thaLiwc:nt"L' I \\ti\/Hit a studL·nt IL'aehn. I could 
never truly rcprcsL'Il\ thL'Ill and the fartlha!l k·ltl1,:ould mah· only limited derna1lli" of time 
on my interviewees me:mllhat the narrall\'L'" \\'L'fl' my eon..,trurlion r:11her ·han a nJIIahoralivc 
effort. 
As one person stated, I had. with this resL·ardt. L'lllc.TL'd "a politiealm11k'lidd" !per..,onal 
communkat ion. July 7. I 91J7 ), a n lmmcnt I fm1 nd i 1liL'I"L''I in!! ~! i wn my !!n IWI n~ perrcpt ion 
of the political nature of narrat 1 v~.-·. In d1o1 "1 11~ to fl'~l·;m·h on I y 1 he ... tudent te .teller·' 
pcrspccllvcs of their ATP. I had cht N'n to _l.'lh' \oin· tot ho...l· Ill the tc:Khn l'dtK·at1on 
pructicum who were "t.:karly located at till· hollom L'IHI nf <Ill pm\LT n·latiun' 111 wlneh they arc 
involved" (Martinez, I 1N7, P· 9). The kind ... or i~ ... lll'' !hill Wl'l'l' !Ill' ~tutl of thl'lr ... tom· ... wa" 
dangerous fllii\Crial in the institutional c! . 1,1\C or IlK' ..,l'hoo[\ Ill\\ l11ch tJwir stone' WL'fe ..,Ct, a 
factor I hccame aware of \vhcn some partil'ipanl\l'OilliiWniL'd on ht·in!!- rL'tt,..,ured hy the 
confidentiality of the study. 
Narrative as a different way of knowing 
Currently, the emphasis in research intt 1 wlt<tl IL'i!l'IK·rs t lli nk ha\ he en rm1v ing 1nt1 1 tJU:tlltaiJ \ l'. 
interpretative methodologies (Bennl'\1, Wood. & J~o~ers. I91J6. p. ·l: Beat11e. 19().". p. ClS; 
Fang. 1996, p. 60). Such s!lldil· ....... l'ck to produce a quality portra1\ or human :1l'[Hlll and 
experience in context. Within the interpretive framework . ..,toriL'S and narratiw' are l'lll~'r!!ing 
as forms which provide "different kinds of knowlcd!!e and different ways to rcprL'"L'lll it 
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[with] the potential to bring new meaning to teacher education and to the continuous 
experiences of change, of growth and of professional development in a teacher's life" 
(Beatlie, 1995, p. 65). Cathro ( 1995) writes: 
usc of narrative as a way of researching (collecting and interpreting the 
meanings of self and others) and writing (communicating that research 
to others) has not <r<Kiitionally been acl:cptcd in academe. Although 
narrative has been cl,;,1rnonly used as anecdote to support findings, 
narrative has not been used as the heart, the centre, of the research 
process (p.53). 
Some researchers view narrative as an effective way to present rich data or as a method to 
communicate a point about the work of teachers, while others view narrative as a different 
mode of knowing that is contextualized and full of meaning (Benncll, Wood, & Rogers, 
1996). 
1 find Bruner helpful in explaining the fundamental difference between narrative and the more 
traditional ways of knowing. Bruner ( 1986) argues that: 
There arc two modes of cognitive functioning, two modes of thought, 
each providing distinctive ways of ordering experience, of constructing 
reality. The two (though complementary) arc irreducible to one 
another. Efforts to reduce one mode to the other or to ignore one at 
the expense of the other inevitably fail to capture the rich diversity of 
thought. Each of the ways of knowing, moreover, has operating 
principles of its own and its own criteria of well~formcdness. (p. 11) 
The two modes Bruner ( 1986) proposes arc the paradigmatic or logico~scicntific mode and 
the narrative mode. The paradigmatic or logico~scientific mode, by using "good theory, tight 
analysis, logical proor, sound argument, and empirical discovery guided by reasoned 
hypothesis" (p. 13) seeks to establish truth by moving from the particular to the universal. A 
world is constructed in which the facts arc believable because they arc testable. In contrast, 
the narrative mode, by using "good stories, gripping drama, believable (though not 
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necessarily "true") historical accounts" (p. 13), seeks to establish verisimilitude or 
lifclikencss by exploring the particular. A world is constructed in which facts arc believed 
because the experiences and psychic realities of the protagonists arc lifelike. Each mode 
shapes our cognitive schemes in <t different way. 
To me, narrative has a structure. Narratives arc constructed in a particular way by their 
narrator in order to convey a particular meaning to an audience who derive their own meaning 
from the narrative. Narratives have a political aspect. They arc often ao;;;sociatcd with giving 
voice to the oppressed or to the less powerful. Narrative research presents ethical dilemmas to 
the researcher, especially in relation to one's own subjectivity. Narrative is a different, but 
equally valid, way of knowing to the more truditional forms of knowing. 
For me, what 1 hoped to accomplish with my study determined my choice of narrative as a 
method. Because I was interested in how :-;tudcntteachers learn about teaching on an 
extended practicum and how the extended prac1icum impacts on their practical theory about 
teaching, 1 needed to 'get inside the student teachers' heads', to find some way to explore 
their beliefs and their understanding of their experiences. I assume, along with many 
researchers of teachers' knowledge, that the student teachers' words would represent their 
beliefs, as well as their thoughts and feelings about their experiences (sec, for example, 
Freeman, 1996, p. 734; Marland & Osborne, 1990, p. 94; Clark & Peterson, 1986, pp. 259 
- 260). The student teachers' narratives arc the student teachers' own interpretation of events 
within their particular context. Their narrative." would help me to discovery their beliefs, 
perceptions, and experiences (.lalongo,lsenbcrg & Gcrhracht, 1995, p. 77). By using 
narrative research, I would he able to usc the narratives of student teachers to communicate a 
more holistic picture of their experience on an extended practicum. 
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CHAPTER 3 
THE STUDY 
A writer has been described as "someone sitting on the top of a brick waiJ describing to 
someone below the aclion on the other side" ( Bentley, 1946, cited in Zeller, 1995, p. 75). In 
this study, I sal on the other side oft be desk listening to student teachers tell me their 
narratives in order to make sense of them for 1uy readers. A simplistic or superficial report of 
their narratives would not have done justice to their experiences or to narrative research. I had 
to examine the haws and whys ami why nots of their experiences in order to construct 
narratives that would help the rcad.::r understand 'the action on the other side'. 
In this study I wanted to learn about the impact of an extended practicum programme, the 
Assistant Teacher Programme, on five student teachers in their final year of their teacher 
education course. I wanted to know about the experiences of the student teachers and the 
changes they underwent as a result or their extended practicum. My main purpose was to give 
future student teachers an insight into the experience of being a student teacher on an 
extended practicum and the ways in which these experiences impacted on the practical theory 
of student teachers. 
The research questions inithlily guiding my study were: 
• How do student teachers learn about teaching on their extended practicum, the Assistant 
Teacher Programme, locally known as the ATP? 
• In what ways docs :he ATP impact on the practic;il theory of students? 
• How docs a student teacher's experience and interpretation of critical incidenL.;; in their 
ATP impact on their practical theory of teaching? 
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• To what factors do student teachers attribute changes in their practical theory? 
In previous study I had developed a model of cognitive rcstmcturing resulting fwm 
experience. This provided a framework for me as I entered the study (sec Appendix 1: A 
model of cognitive restructuring resuftin;.: from experience ). 
Perhaps the questions rcncctcd my empirical, quantitative background. I wanted to know the 
impact of the ATP on student teachers generally, hut thought I had to have neat, specific, 
analytical questions so had focused more spccirically on the practical theory of the student 
teachers. Perhaps they rcncctcd my inexperience with narrative methodology. I had been 
warned that this type of research takes on a lire of its own and Jlmt held true for this study. 
In the permission Jetter giving studcnttcm.:hers information about the study, lhe emphasis was 
on the expectations and experience or the student teachers r<tther than on the shift in their 
thinking about teaching. Unintentionally, but perhaps more accurately, this had refir.ctcd my 
underlying interest. I h<td wanted my research to be :.1 study which reflected what wc.s 
important to the student teuchers rather than an investigutor driven exercise, re1lccting what I 
thought was important. Because I had not wanted to impose a structure on the interviews 
which would suppress the stories of the student teachers, I had decided to begin each 
interview with an open ended question which I thought would elicit what was having the 
most impact on the student teachers at the time of the interview. For the first interview after 
the ATP had started (interview 2) I opened with "Tc1lme about your first week". In 
interview 3, I had a chance to ask some of the participants "I low's it all going'?", hut 
generally they were already starting to tell me their story and needed no prompting. By 
interview 4, I was hard pressed to get the recording equipment turned on in time to get their 
initial statements. They were 'bursting' to tell me their stories. Unfortunately for my 1esearch 
questions, the student teachers' stories were not convenient cameos of how critical incidents 
in their classroom teaching experience had impacted on what they thought about teaching. 
Pugc 23 
Instead they were windows into what it w:.~s re:.~lly like to he a student teacher on an extended 
practicum. While the student teachers an:-.wered my questions about what they were learning 
about tcuching und learning, I was very <.tware that the stories the student teachers wanted to 
tell were opening up other impmiant aspects of their experience of the 1\ TP. While there were 
incidents which did lend themselves to answering my initial research questions, I found 
myself in a dilemma. I could keep the emphasis on the changes in their practical theories 
about teaching or I could shift the emphasis to what the student teachers viewed as the most 
important aspects of their cxpcricnn: of 1\TP. 
To describe 'the action on the other side' through the one lens of 'changes in their practical 
theories about teaching' seemed to unnecessarily limit what could he lcamcd from the broader 
landscape of the cxpericm:es of the .~tutlent teachers. Such an approach might answer my 
research questions hut would not do JUStice to the experiences of the student tcaci.crs or to 
narrative research. I also realised that when I was retelling the stories of the student teachers 
to other!'. interested in my research, I wa:-. telling stories ahoutthe experiences of the student 
teachers, the pressures, challenges and conllicts they faced, the contrasts in their experiences, 
and my own reactions and struggh:s as I conducted their research. Such themes carried 
greater importance to me for comnnmicating to others the impact of the ATP. The 
implications for the impact of the /\TP on the practical theories about teaching of the student 
teachers were present hut had ~:cased to he the Of£:mising framework. 
The method 
The participants 
Five student teachers from the third year of the Bnchclor of Arts (Educ.) course at Edith 
Cowan University, two males und three females, were asked to participate in the study. 
Rather than focus on the experiences of student tc.achers in a similar placement, I had wanted 
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to gain a broader perspective and so I wanted to have student teachers who had been allocated 
to private and government schools, covering different socio~cconomic areas and year levels. 
The student teachers were suggested hy the kcturcr responsible for EDU3500 Education 5, 
the preparatory unit for the ATP. Because of <t number of factors beyond my control, student 
teachers were experiencing considerable stress and those chosen were selected on the basis 
that they would be able to cope with the perceived added pressure of participating in a 
research study. Positively, I was able to offer the student teachers the opportunity to explore 
their ATP experience with someone who knew the ATP, who knew what it was like to be a 
student as well as a teacher, and who would not he assessing them in any way. 
Three student teaclv~rs had work experience he fore entering the teacher education programme. 
Two student teachers had entered the programme straight from school. One student teacher 
was over forty years old. The remaining student teachers were in their early twenties. Two 
student teachers were in different Catholic primary school.~ while the remaining three students 
were in two government prim;try schools. One government school was in a middle to high 
socio-economic area, the other government school was a Priority Schools Programme (PSP) 
school. 1 Two student teachers had hccn allocated to a year I class. The other student teachers 
had heen allocated to year 2. year~ and year 4 classes. 
The process of thinking about and answering the questions asked in the interview was 
expected to encourage the participants to be more rencctivc and articulate ahout their practical 
1 The Priority Schooll'rogramme (I'Sl'} i.' till· WA ll'rminulugy for the Commonwealth 11i~advantaped Sdul()l~ 
Programme. 'fe;Jcher~ in PSI' !>l'lmol' arc lmTd with dlalkng1ng 'itumiuns. Within I'SI' sdmul,, Commonwealth 
money is frcqucnUy .~pent on ~taffing in a witk ran~l' of are;ls whirh ~upport the regular tearhin)! s1aff. children, 
familie.~ and curriculum. Social workers, Aboriginal hhH'illion Workers, ;uul parenting prn~rammes ;trc c:.:nmplcs uf 
some uf the support provided in thc'c ~chools. 
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theory. As rcncctivc thinking is an aspect of teacher education promoted by the Faculty of 
Education at Edith Cowan University as well as by teacher educators worldwide (Clift, 
Houston, & Pugach, 1990) this direction was expected to have a positive impact on the 
participants' field experience. 
The interviews 
The teaching load of student teachers in the ATP is graded so that by week 3/4, after a 
gradual start, student teachers assumed fifty percent of the teaching load, by week 516n 
seventy five percent of the teaching load and hy the final weeks the major responsibility for 
the class (sec figure I). 
In order to track the changes or development of the practical theory of the student teachers 
over the ten weeks of the ATP, I condur.:tcd four interviews (sec figure I for the interview 
schedule). Because changes arc thought to occur mid-way through extended field placements 
an interview wus included at that point (Jones & Vcsilind, /996, p. 113 ). My previous 
experience working with student teachers abo pointed to import<tnt changes occurring during 
that time. 
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Figure I. Interview schedule 
Month Monday Sehoul term TiminJ: 
"' 
lnlcrvicws 
April 7 Last week of academic lcrrn Interview 1 (John, Christina, Cclinc) 
14 School vacalion Interview I (Jodie) 
21 Schunl vacalion/studcnt exams llllcrvicw I (Craig) 
2K First week of i\TI' 
M•y 5 lntcrv'icw 2 (All Mudcnts except 
Christina) 
12 
19 50'Jf· teaching load 
26 Interview ] (John, Craig) 
June 2 Interview 3 (Jodie, Cclinc, Christina) 
9 75% leaching load 
16 
23 MaJor rc~pou~ih.llity for the 
clas~. c 100% lca~hing load 
30 La.'-1 week of AT!' 
July 7 School vac;IIIOJ\ lnlcrvicw 4 (All students) 
Page 27 
The approach 1 took to the interviewing drew strongly from the field of oral history. Oral 
history involves the tape recording of interviews: 
• conducted in question and answer format: 
• by an interviewer who has some appreciation of the subject to be discussed; 
• of a knowledgeable interviewee who knows their comments arc being recorded and who 
has agreed to make the information they give available for research purposes; 
• of historical interest; 
• accessible to a range of researchers. 
(Baum, quoted in Douglas, Roberts & Thompson, 1988, p. 2) 
While the tapes of my participants were not intended to be accessible to other researchers, 
they were "a pool of raw material for ... interpretation" and us such I thought the theoretical 
standpoint or oral historians would hest inform my interviewing technique (Douglas, Roben<; 
& Thompson, 1988, p. 3). 
Like oral historians, I needed to be aware of my role and innucncc in the interviewing 
process. Interviewers can guide the interview to topics relevant to the subject to be discussed 
and can equally put words into the mouths of the interviewees, the latter practice being one to 
avoid (Douglas, Roberts & Thompson, 1988, p. 29; Hoopes, 1979, pp. 85-86). The ethical 
considerations of the oral historian were also pertinent to my study as I shall develop later. 
At the beginning of the first interview I clearly stuted to each participant that I was interested 
in their experience of the ATP, that there were no right or wrong answers; that they might 
decline to answer a question and that if they wanted to think about a question they could have 
as much time as they needed to do so. I had arranged the tape recording equipment to be 
evident, hut as unobtrusive as I could. In order to be as attentive an audience as I could, I did 
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not take notes during the interviews and, having committed the schedule to memory, referred 
to my interview schedule as little <IS possible. I mainly used nodding and smiling to reac;;sure 
the participant that I was listening Hnd understanding what they were saying rather than 
interrupt the flow of their conversation with verbal feedback. The interviews were semi-
structured with open ended questions to prompt student teachers to reflect on their 
experiences and the answers of the student teachers were probed more fully as seemed 
appropriate at the time. Whilst the pre-planned questions included issues that were relevant to 
me, issues which were clearly significant to the student teachers were followed up with 
further probing during the interview (sec appendix 2 for interview schedules). Using an open 
ended question to open the interviews elicited those issues which were most pertinent to the 
participants. 
At the point which I considered W<ts most appropriate to end each interview, I lhanked the 
participants for coming in and for sharing their experiences. At the end of some of the second 
interviews I noticed that this point seemed to he one where other issues which were important 
to the participants emerged so I began to leave the tape recording equipment on, finishing the 
interview when I thought the participants were ready2• The interviews then shifted to a 
dialogue as the participants raised concerns for my thoughts or opinion, an issue which l 
address later in ethical dilemmas encountered in the study. 
Before the participant arrived and after the participant had left I recorded in a journal my 
impressions, reactions and thoughts about the interview, the participant and myself. I 
attempted to include any information which I thought would help appreciate what went on. I 
had ongoing problems with gaining entrance to the rooms I had booked for the interviews 
and was often trying to find another room when I should have been orientating myself to the 
2 The participants knew that the tape recording equipment was still running. 
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interview, a factor that aggravated my inclination to nervousness in approaching the 
interviews. Impressions of the state or mind or emotions of the participants were recorded 
along with my own reactions and responses to their stories. Points to follow up in 
subsequent interviews v.•ere also noted. When transcribing the tapes any other thoughts or 
points to follow up were also noted in the journal. 
Development of themes 
Interviews were transcribed from the audio tapes into written texts which became the raw 
material. As I transcribed the tapes I noted any recurring images or particular themes which 
arose. At the end or transcribing each set or interviews I grouped and regrouped these images 
and themes to develop hroader themes and to find possible relationships both across the 
participants and individually. As the intention was that the research be data driven, initial 
theories, concepts and relationships developed from comparing these themes were contrasted 
to incoming material from successive interviews and modified or elaborated throughout the 
course of the study as recommended by Strauss and Corbin ( 1994). 
Once all the tapes had been transcribed, common ideas were grouped and then sorted and 
ordered from general to specific. The themes which had been identified were divided into a 
number of categories and subcategories. The diagram built up from this process was then 
used as a basis for developing a tree index system for usc in QSR NUD.IST 3.0~. All the 
interviews were used to create a document database for a NUD.IST project. Using 
3 A computer puek<~ge, QSR NUD.IST lO stands for Qualitative Solutions and Research Non~numerical 
Unstructured Data Indexing Searching and Theorising. It was designed and developed hy researchers at La Trobc 
University, Victoria, Australia, to aid in the analysis or non-numerical and unstructured data such as 
interviews, journals and field notes. 
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NUD.IST, sections of each interview were coded into the various categories that had been 
developed. New categories were created if a section did not fit into an existing category and 
the index system was modified accordingly. The original index tree was modified and 
rearranged slightly and some extra categories added us material was coded. Generally though, 
the main categories remained stable. Rather than providing any new insight, this process 
confirmed the themes I had identified. 
These broad themes were used to begin structuring the final narratives. I view time in a linear 
fashion and value the structure provided by the sequential development of a story. I 
experimented with various approaches to presenting the narratives, from presenting each of 
the stories of the live participants individually from beginning to end, to presenting all the 
stories of the participants together from interview one through to interview 4. I attempted to 
begin writing from each perspective to find a way into constructing my stories, but it wa"> 
Gray ( 1996) who provided the key 1 was looking for. In her own research, Gray had used 
the repetition of similar stories by her participants as a culling device, a determinant of the 
level of importance of the stories (Gray, 1996, pp. 4S, I 93). 1 had kept repeating several key 
stories to others who had asked me about my research study. I realised that the broad themes 
of what I considered the most important aspects of my study were encapsulated in these 
stories and thus they provided the structure needed for the narratives. 
The themes for Learning about teaching and 'l11e impact of assessment had emerged as 
important in the narratives of the student teachers so I chose to usc ·,1 combined approach 
incorporating several key narratives into each chapter. To separal.e the narratives into those of 
each individual would have been counter productive. The hag gage! we! carry- Craig's story 
was different from the others. Other themes had emerged as being important in Craig's stmy 
and I thought they needed to be presented separately. Craig had thought this fitting as he 
viewed himself as having always been different from the rest. My own stmggles as a 
researcher had also been an integral part of my interpretation and telling of Craig's story. 
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While I still w<mtcd to keep the m<~in focus of the reader on Craig, I also wanted to include 
some of my own struggle in the telling of Craig's story and experience. I chose to tell Craig's 
story separately from the others with my own struggle intertwined as a minor thread. 
Ethical considerations 
As they shared their stories of their ATP with me. the student tenehers disclosed something of 
themselves, who they arc as people as well as student teachers, with me. Through my telling 
of their stories I have represented them as certain kinds of people and am mindful that I may 
have inadvertenlly made an unfair caricature of them. Through the same telling I revealed 
myself as a person as well as a researcher. Perhaps all storytelling curries such risks. I, at 
least, have had some control of what I shared about myself but just as inadvertently may have 
revealed more of myself than I intended. 
To ensure the student teachers felt comfortable and would not feel compromised by my 
narratives, l returned the narmtives of each individual to them before finalising my thesis. 
This helped achieve two objectives. Knowing I would he returning the narratives to the 
student teachers contributed to the integrity of the research. I also intended the process to give 
some control back to the student teachers, enabling them to clarify or differ from what I had 
written, enabling them to still have a final say. When certain changes were crucial to the 
student teacher feeling comfortable with the narrative, we negotiated an arrangement in which 
we were both satisfied wilh the outcome. When a student teacher wanted to clarify a sill1:1tion 
or statement that had been made by them or by myself, I included their perspective in the 
body of the text or as a footnote. 
Narrative appealed to me because I wanted to be 'up front' about my own subjectivity.l think 
that all research is inOuenced by the researcher's subjectivity. but in narrative, at least, I can 
be honest about that subjectivity. What I h<1d not anlicipated was having to he quite so honest 
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about my subjectivity. I had not realised how much narrutivc as a research method compels 
one to confront one's subjectivity. I had intended to keep the voice of my participant:-. 
foremost. This was to he their story. What I included overtly ahout my:-.cl f \vould he 
minimal. Yeti found that I could not he honc:-.t ilhoiH my rc~can:h without including myself a 
lot more than I had intended. Quite unexpectedly, my multiple :-.clw:-., my~clf a~ a mother, a~.o 
a teacher, as a person with certain values, had collle crashing into thi:-. rc~carch. hum time to 
lime, I found my role as a rcscan:IK·r interviewing my participant:-. suddenly u:-.urpcd hy th(: .... c 
multiple selves as I reacted to some of the stnric:-. the ~tudcnt tc:H.:hcr~ :-.harcd with me. I know 
of the contents of one particular part of an interview only he(."atlse I had taped it. Dunn!~ thme 
particular moments I had been struggling with IllY own reaction cVL'll ;ts I tried to rnaintam 
some objectivity as a researcher./\ related diknnna aro-;c in writing up thl' narrative for that 
participant. To not include rny own reaction :-.ecmcd dishoJK'\1. To wnte an account including 
my reaction fully would draw away from the importance of the ~tory of the p;trtJclpant. The 
dilemma was resolved with the recognition that, for me. the story of Ill)' partlnpant wa_... mor(' 
important in the context uf this study. The story of my own reaction:-. hr:lon!!ed to a difli:rent 
time and place. 
As noted earlier, I had entered "a politic<~! mindield"'. I hc.:ramc very concerned ahout how to 
protect my participants without omitting crucial cxpcricncL' .... What had !x'Cn shared 'Nith me 
had been shared in a climate of confidentiality, hut other key player:-. not only would hitW 
access to my thesis hut also the power to inllucncc the employment prospect~ of rny 
participants. Although confidentiality could he jokL·d about at the heginnin!' "Confldcnti:tllt~, 
good. You will have to he like Mission Impossible. Dc:-.tnly tlte tapl' ill the end !laugJ:.,I" 
(Interview 1), hy the end, eon!idcntiality had hccome a hig issue./\s OllL' .,lmknt tL'achcr 
pleaded "Just don't mention my name. Don't let them know it'_.., me." (Interview ·1). I bccallll' 
very conscious of having to make careful choices in the nwtcrialto include in mv narr;Jtivc:-.. I 
had to grapple with wanting to pro1cctmy participants. hul at thL' .\amc time recognising 1hat 
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in aucmpting to protect them, I would also protect those who appeared to have abused their 
power in the situation. Such key players could also legitimately argue that my study was n.ot 
an accurate account when they had not been able to give their perspective, which could have, 
and most likely would have, given quite a different rendition of what had occurred. 
As each interview seemed to draw to a close, I thanked the participants for their time and for 
sharing their stories. My 'ending' of the interview appeared to be a cue for the participants to 
then question me. The main issue for most of the pmticipants at the end of the second 
interview was one of reassurance. How were they going in comparison to the other 
participants? Was their experience particularly terrible or were the others also having a hard 
time? I do not know how often other interviewers have their participants ask them questions. 
I do know that while I did not want to betray the confidence of the other participants, 1 was 
not prepared to foh the questioning participants off with a mere acknowledgement of their 
feelings of insecurity and need for reassurance. The student teachers sitting before me were 
coping with a stressful situation which had wider ramifications for them than just surviving to 
the end of the ATP. I agreed with Oakley (19X I) that the usc of interviewing practices which 
portray the interviewer as the expert who is, and must remain, unbiased and uninvolved is 
"morally indefensible" (p. 41 ). In response to these particular questions of the participants, I 
was able to point out that I could not betray the confidence or the other participants, but that 
from my work with other student teachers on the 1\TP, their experiences were not 
uncommon. 
Repeated interviewing lends itselr to the development or a responsive relationship between 
interviewer and interviewee which contributes to the quality of the information given. My 
own attitude or empathy towards the student teachers and assurance of confidentiality may 
have encouraged the participants to regard me as a source of support and information not just 
a data-gatherer. I also viewed the student teachers as participants in the study rather than 
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subjects of the study, creating both a different role for them and for myself. Jn this situation, 
I thought it would be inappropriate not to answer their questions and concerns. 
Audience 
Although my original aim was that student teachers could gain insight into the experience of 
being a student teacher on ATP and the ways in which these experiences impact on the 
practical theory of teaching of student te<tchers, the nature of the stories the student teachers 
shared shifted the focus from one audience to another. Initially, future student teachers were 
the primary audience and the Faculty of Education a secondary audience in the study. The 
participant<> clearly hoped that their stories would contribute to the improvement of the 
practicum or Ht least reduce the difficulties some student teachers can experience. Much of 
what the student teachers shared had implications for the Faculty in preparing student teachers 
for their praclicum experiences and for the placement, supervision and assessment of student 
teachers on practicum. The more I heard from the student teachers the more I became aware 
of a need to shift my thinking to seeing the Faculty of Education as my primary audience. My 
findings arc, therefore, oriented to the Faculty of Education as <t primary audience. 
Nevertheless, future student teachers arc still clmc to my heart and it is to them that I address 
my final comments. 
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CHAPTER 4 
LEARNING ABOUT TEACHING 
Learning to teach involves wrestling with and making sense of a wide variety of situations 
which can occur in classrooms and schools. Each pructicum placement has its own particular 
blend of opportunities and challenges for the student teacher. Teacher educators usc the term 
'critical incident' to refer to those incidents which confront us with the beliefs and 
assumptions which arc behind our teaching practice. Such incidents can lead to teachers 
examining themselves and their teaching. While each participant had particular incidcnl'i that 
caused them to rcncct on their teaching, Judie, Christina and John had situations which 
provided opportunities for them to learn more about themselves, and to examine some of the 
broader issues that can be experienced in teaching. 
Learning from special needs children - Jodie's story 
Jodie had experienced a remote practicum at a desert community school. Such a teaching 
environment was different from those Jodie had previously been exposed to and therefore 
likely to create the confrontations with her beliefs ami assumptions that arc characteristic of 
critical incidents. I wondered how this experience had impa..::ted on Jodie's ideas about 
teaching. "Probably more with resolving conllict. In their classroom management, they were 
very into getting the children to tell them what happened, not saying 'Stop doing that. You 
don't hit them'. They'd come and say 'Why did you hit them? What did you do to make them 
hit you?' So in that respect it was very interesting." Jodie hoped to carry this over into her 
own teaching "but lots of time, lots of patience, needed for that." 
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Jodie was allocated to a small year one class in a government school. The school has a special 
needs class to which Jodie was assigned for tcuching experience on a Monday uftcrnoon. The 
special needs children spend most of their day in the special needs class. After an early 
afternoon teaching session, they me muinstrcamcd in the standotrd clas.-;rooms, known as their 
home rooms, for the remainder of the afternoon. 
Two special needs children have Jodie's year I class as their home room. "They arc both 
Aboriginal. Hcrzcl,l didn't know what was wrong with him, cos I went up north to the 
remote Aboriginal community. l-Ie seemed normal to me, more normal than the kids up there 
in the classroom situation. J'm not really sure. I was speaking to I my tcachcrj today and 
going through all the kids so I could get to llerzcl and say 'what is wrong with him? Is he 
labelled anything?' and she just said 'oh, when he first came, he didn't follow instructions or 
would forget things and stu IT like that.' But the kids up north, they didn't understand 
instructions and I watched him in the classroom and the way he learns ami the way he 
follows instructions is by watching other children and that's what they do ... there's about 
three Aboriginals in the junior end. One is definitely a special needs, but hi ill, I don't know." 
"She was saying with a lot of them, like the other one, Vincent, he hasn't had a lot of 
exposure. He doesn't know the difference between a whale and a dolphin. He hasn't had lots 
of stories and done lots of things so he's lacking in that regard so I'm just wondering if 
Her1.el is as well. I'll keep my eye on him. But be docs fine in mainstream." 
Half way through the ATP, Jodie is finding it difficult to adjust to the special needs children. 
"I had a child swear at me and tell me 'F off you Ping hitch' and all the rest of it and he's 
from ed. support so I do take him on Mondays and I told him at lunchtime to go out of this 
area he wa~n't meant to be in and he said that to me and I just went 'Oh!' I was very shocked 
and didn't know how tn handle it so I didn't say anything. I didn't reprimand him or 
anything and I just went and told his teacher and I said 'Look I don't know how to handle 
this. This is what happened.' And she goes 'That's fine.' Apparently that's him, he docs that 
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a lot and that was the best thing to do, so that wa .. good. And then after that I think 1 was all 
still shaken from that, and 1 w:~s going 'Don't take it personally Jodie.' But il's still hard. It 
was a big shock to me. And then another cd. support came into the class, he comes in in the 
afternoon and he ran out crying and I was going 'Oh, great.' And that all sort of calmed 
down and then I kind of lost my confidence aner that. But I've been managing to pick it back 
up which is good. !think that brought the whole week down." 
Although Jodie had only twenty children in her class including the two special needs 
children, she found "when the cd. support kids come in it throws everything out of whack 
and because I'm so worried that they arc going to misbehave I'm probably trying to wait for 
it. So I think that's a real problem." 
Jodie particularly experienced this concern with one child who did not seem to be coping with 
being in the mainstream class. "But when Vincent comes in from cd. support, that really 
throws me, because I don't know much about him.I-Ie comes in and disrupts everyone and 
his attention span is very limited and I don't really know what he likes to do and so 1 said to 
Kerry 'What should I prepare for Vincent?' and she goes 'Well he's here to be mainstreumed 
so he needs to do the work that we're d<ling.· But he doesn't and he can't really. So it's quite 
hard because he disrupts cvcrytlllC and every<Jnc's disrupted." 
I wondered how Jodie's experiences were impacting on her views about mainstreaming. She 
responded ''I'm having huge 111111111. I'm really split about it." 
Jodie saw two sides to the mainstrcarning question. On the one side "I'm sort of finding 
when he comes in that I sort of abandon everyone else. So I'm focusing on him all the time. 
So all the other kids in the class aren't learning hecause I'm concentrating on him and I think 
that's really unfair." On tbc other side "then !think he has to learn to behave in society so it's 
important that he docs come in, so I don't know." 
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While Vincent is in the special needs class he is okay. "He's in his own environment so he's 
always happy. He still plays up hut it's not as noticeable probably because they're all playing 
up." There is the problem of what is being modelled by other children in the special needs 
clm;s "this other kid Fmnkie chucked an uhsolutc spac the other day, a hugr. tantrum. They all 
sort ofwateh and then I find that Vincent docs things that the other kids do, so I think if you 
keep them all together they're going to get worse. So he has to come into the mainstream 
elassesjust to sec how everybody else functions. It would be ideal if you had an aide for 
everybody but that's not reality.! don't know about nwinstreaming. !think you do need it 
but I think you need a lot of support. !think the cd. support teachers need to find out what's 
going on in the classrooms and say 'This is what you can do to help.' They need to have 
heaps of communication between them." 
Jodie was not enjoying her experience of teaching in the special needs class on Monday 
afternoons. "I dread going into cd. support on Mondays and it will always he the last lesson I 
prepare during the week. I'll do Friday, all the way through, and then I'll come hack to 
Monday and 'All right, what am I ge>ing to do'!' It's one hour story writing and that's it, but I 
don't know what to do and I can'tthink of anything and I ring up Celine and go 'Right, 
what's another story writing lesson I can do'?' I just dread it. Because I'm going in and I 
don't know their behaviours. I go in and I feel like I'm kind of blind and I'mjust teaching 
this Jesson and just hoping that they're not going to do whatever they do and I don't know 
what to expect from them and stuff. whether they're doing a gondjoh or not. So I didn't 
really enjoy it." 
Because of this, Jodie would have liked to have changed out of the special needs allocation. 
Jodie also thought her time was being w:~sted. "I've got them for an hour and !teach and then 
I spend the rest of the afternoon there hut they go off to their home rooms to mainstream and 
so there arc about three kids and they play !ego or activities so I felt that I was really wasting 
my time." Por the following weeks, Jodie had arranged to teach her lesson and then 
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accompany one of the children back to another classroom, but observed "I've still got that 
one hour story wriling which I dread." 
Rather than having a problem thinking of ideas, Jodie saw her main problem as relaxing with 
the children. "Initially it was like 'Ed. support, what do I expect of them?' But I'm learning 
more and the other teachers arc there so I ligurc 'All right. They will Jet me know if 
somebody doesn't normally do that.' So now it's sort of 'Who arc these people? Who they 
arc [as people], how can I teach them? .. .It's been interesting and all, but I think I'd rather go 
there in the morning when they actually do, I think probably do mat11s. I'd likl..' to do 
language. I'd like to sec them do maths and language. They come in after lunch and they 
don't want to write. Their drugs arc wearing off ...... but I'm on a count down, 4 more. 
It's shocking, but." 
By the end of the ATP Jodie had learned how to deal with some of the problems she had 
faced halfway through the practicum. "Vincent, the special needs, he still gave me problems 
... but I took to sitting him on my lap because basically I was holding him the whole time 
anyway, like just conducting the lesson. But I took to letting him sit on my lap and l'djust 
rub his back and he would snuggle into me and he was fine. l-Ie just wanted attention and so I 
figured, may as well give it lovingly to him instead of growling and that's what I did." 
The story writing lessons in the special needs class also improved dramatically. "The week 
after the last interview I made fairy bread. Well, a huge success, and got them to write the 
procedure so they wrote up the prm:cdurc and then they ate it. To cat it worked really well. 
And then I went to the other class and that wus good because then I got to sec inside another 
class. I found that, because I knew that I was leaving, I wasn't going to be sitting around 
doing nothing, I put more into it and because it was food, they all wanted to participate. It 
worked very well. So we made fairy bread and then we made popcorn with <Ill automatic 
popcorn maker. And then 1 thought I'd hcllcr get away from the food just to show I can 
actually do something. And then we read '/1w{'{' /Jif/y Goat.\· Grt{[{ and had a picture of the 
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billy goat with a speech bubble and they would write what he had to say and also one wilh 
the troll. They would have to write what he would say. It went really well and the teacher 
was really impressed saying 'Oh thanks for that. Story writing was so much fun.' So I 
enjoyed it in the end." 
I wondered what Jodie thought had caused the change. 
"The food. The food. And I could sec that they wanted to write and that motivated them. So 
as soon as I did the fairy bread it was 'What arc we doing? What arc we doing this week?' So 
they were molivatcd. And because I did a follow ur food they were still up there and even 
when I came in the third time and didn't do fomlthcy still wanted to do it. We acted out the 
Three Billy Goats GrufTso that was rcully good. It worked out." 
Allhough she could cope with one hour a week in a special needs class, Jodie thought .. I 
wouldn't volunteer myself to work in special needs. It's too hard." 
While Jodie still did not think she had come to any clearer ideas about mainstrcaming 
generally, she had come to a firmer conclusion about the special needs children in her class. 
"If! was in that situation the whole time I would say that Vincent needs to go to pre-primary 
because he doesn't have the hasics so I don't know why he's in year one. They had <mother 
om:: in the class in term one, and they put him hack to pre-primary because he didn't have the 
basics. I don't know why Vincent is still there. Because ller;.cl who's being mainstreamcd as 
well. he's fine. lie knows what to do and he docs it and that's iL." 
I said that !thought that, in relation to her teaching, the special needs situation challenged 
Jodie the most, a statement she agreed with. "Definitely. I think that's for most people too. 
Like if they've got ADD people in their class their focus is on that. Because if discipline is all 
right it's much easier isn't itT' 
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On death and dying • Christina's story 
Towards the end of the ATP, Christina's teacher had been sick and for the four days she was 
away, Christina had the class to herself. The relief teacher who had been brought in had 
provided support and relief teaching to other teachers in the school. "She was never in the 
cla..o;;sroom. She was basically just there in the morning so the parents could sec that she was 
there ... That was just cxccllcnl. I loved it. It was really good because you didn't have 
someone over your shoulder all the time ... But it was a bit hard because we had a girl in my 
class whose mother died." 
The child's mother had died suddenly. "It was really sad. Beautiful family too ... 1t was 
really sad so I had to tell the kids about that hccuusc my teacher wasn't there. And then two 
days later a child was killed in a car accident. And I bad to tell them about that too." 
Christina didn't have the teacher there when she had to tell the class. "I was going 'How do 
you tell year two's this sort or thing?' It was really hard, but they all coped pretty well." 
I wondered how a twenty year old would manage such a task. "I just basically told them the 
racts. I just said 'This is what has happened.' And I didn't allow ror much discussion 
because otherwise we'd hear about my dog that died, and my grandma who died. So I just 
said it. I didn't say it in a heartless way or anything, hut just came out and said it and sort of 
said to them that 'people will be upset in the school and try to he on your best behaviour' and 
all this sort of thing. And they're 'yes Miss.' But it was really awrul. The next two days at 
school were just terrible. In the starr room was awrul. There was just this dull murmur. It was 
really not nice, but they all coped with it really well. A rew kids put their heads down, but 
nothing really. I don't think that at that age they understand." 
Interestingly, Christina's own experience hclrcd her in her management of the situation. "I 
had a book, because when my mother died, my brother was year two as well, so I had this 
book that my hrothcr had hcen given. ll's called Lifetimes. It's a really, really good hook. 
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It's won one of those award things so I brought that in. It basically says that everything has 
it's own lifetime and it goes through insects and birds and butterflies and then in the end it 
goes through people and says 'Don't be sad about it because that's just how it is.' H's very 
simplistic. The first time you read it you might think 'It's not that nice and sincere. You'd 
think they'd go on about feelings and that type of thing.' But for this age it's laying down the 
facts so I read it to the class, which was a bit funny, and then I gave ilto, because that girl 
wasn't at school whose mother had died, so I gave it to her dad to read to the kids, to his little 
kids, which he said 'is really good'." 
Although the situation was a big one for Christina to handle by herself, she commented "it 
was good for the experience. I know that sounds terrible but they were all fine about it. I had 
to watch how they'd react. Danicllc, the one whose mother had died, she'd been away from 
school for a while, then, when she came back, this is when it happened for this girl and she 
was a bit quiet, but apart from that she seemed fine. I was watching her actually because she 
was all right during the day, just seemed normal. She looked for me for a lot of attention. If 
she was doing something she'd look at me and I would just smile at her and she'd get back 
and do it, looking for I don't know what it was. Her dad said that she's the worse at home, 
like she doesn't want to go to sleep at night, cries when they go to the cemetery and that sort 
of thing. She's the one that's upset. But she seemed fine at school, but I don't know. She's 
such a beautiful kid. 
So without giving her too much attention, I did give her support, a pat on the head and that 
sort of thing, now and then. But I certainly didn't know how to react, but I felt I had more of 
a relation to her because I'd been in the same situation before, and I knew exactly how she'd 
be feeling. So I guess that could have helped. It was probably the only good thing that came 
out of it really, that I could understand h~~w she was feeling. Seeing my brother as well at that 
age. I guess they were a lot alike. lie just covered it up completely and that's what she was 
like. So it was interesting." 
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When relationships do not work - John's story 
Student teachers have little control over who they arc placed with and ortcn receive little 
preparation for dealing with situations which stem from incompatibility with their supervising 
teacher. With the added pressure of the impact of the assessment in the ATP on future 
employment prospects, some student teachers may opt to withdraw from their placement and 
defer their ATP to the following year hoping for a more suitable match. John found himself 
in a situation where the relationship with his supervising teacher was different from the 
relationships he had experienced with other supervising teachers on previous practicums. 
Brought up a Catholic and educated in the Catholic education system, John had worked in 
managerial positions and travelled extensively before entering the teacher education 
programme at Edith Cowan University. John had always intended to enter teaching and had 
found past praeticum experiences very satisfying. "I've done two Catholic schools and two 
government schools and I think I've got an inclination that I will go into the Catholic system, 
mainly because I was in the Catholic system and I feel comfortable and I know the routine, 
and in fact it wasn't until I came to uni that I realised that there wus a distinct difference 
between government and private schools. All four pracs were outstanding. They were really 
good. I really enjoyed them, ami neither one, neither school was better than the other. They 
were all on an equal par." 
For John, the big difference between the two systems was "the community feel of the private 
schools and I felt the more individual time they take. But in ull honesty as well, those two 
government schools I went to have that ::~s well in a sense, not as much, but you could feel 
that in the ethos,just the feel of the place. I'd say, it's the community feel. It doesn'tjust stay 
in the classroom. It kind of goes outside as well." 
John had been allocated to a Catholic school and had arranged to meet Sue, his supervising 
teacher, before the ATP began. John thought she "has high expectations and she has high 
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standards and wants me to go and do the hard work." John's expectations of Sue were that 
she "give as much feedback as possible, as often as possible, both negative and positive, and 
maybe some direction as well 1 guess .... I'm hoping wilh the programmes sh!.! can give me 
some direction or some advice on the direction I can take or if I suggested she could guide me 
through in some way, not to spoon feed me by any means, but just to put some light at the 
end of the tunnel for me would be a good help and basically to let me take over the 
classroom." 
While John thinks Sue is quite willing for him to take over the classroom, he is concerned 
that she will find the situation "frustrating" and is concerned that Sue is "under quite a bit of 
pressure because of the two I special needs I kids that arc in there, especially the boy. He often 
hits her and pushes her and that sort of thing. I think she finds that quite frustrating so I hope 
the pressure of me in the class and that sort of aspect of it, plus the kids [isn't too much for 
her]." 
John's first week of the ATP started wcii but nose dived on the first Thursday when a 
spelling lesson "fell apart ... It's actually probably the worse lesson l'vc had, maybe it's not, 
it just felt like it, in all my practices so far ... My teacher insists that it wasn't a disaster, but I 
think it was. And from there, for some reason, I just couldn't get it together for the next 
couple of days. My lessons were fine, but I wasn't feeling completely confident. I felt like I 
was almost just survival teaching." John expressed confusion about what was happening as 
he had not experienced a similar situation in previous practicums. He appreciated the 
university supcrvi.~or, George, visiting the following Tuesday. "He reassured me that 
everything was going fine and it took time too. So it's been really up and down, but his visit 
certainly turned it around ... He asked me whether it was a confidence thing and 1 was 
detennincd not to admit that it was, hut 1 think, looking hack now, probably I did lose a bit of 
confidence." 
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John has decided to establish his own management system but is perplexed that a problem 
with classroom management has arisen. "It's never ever been ... In all my pracs it's never 
been a problem", a statement he made several times throughout the second interview. 
John describes himself as "the only prac'1 student at my school, so it's kind of a lonely 
world" but he has used the opportunity to get to know staff and to join in the school's 
activities, playing music at Mass and becoming involved in the intcrschool sports 
programme. "I found that on my other pracs, fit was good to] get involved with the staff." 
Such involvement doesn't extend to his supcrvi•;ing teacher. "Although my teacher isn't, 
she's a smoker. You know the smokers, they smoke outside ... she's, kind of, a bit more 
reserved, docsn 't worry about the tea room chatter kind of thing, which is good too. I don· t 
usually sec her at recess because she's smoking and that's good too. I think she enjoys il as 
well." At a later point, he assures me that "we're not having a personality clash or anylhing 
like that but ... " 
Although John said that he was reasonably happy with his mid semester Progress Reporl, he 
was still bemused by problems he had never experienced before in previous praclicums. "But 
those areas there I've never ever had a problem with before in my other pracs. Things like 
motivation, which Sue mentioned, I've never had a problem with motivation ... The things 
that she's mentioned have not been a problem before, relaxing with the kids and that type of 
thing." He recognised "I've had the feeling with all my pracs, my other pracs, that they have 
been really successful, successful in that I felt really good. I'm at this stage now where I'm 
not feeling good, not completely good on this prac And looking back at my last praes 1 was a 
lot more relaxed and it was a Jot more natural." 
4 The term 'pruc' has hccmnc a part of the stiJ(Icnttcachcrs' vncahulary and will he used throughout as a noun 
in its own right 
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When I asked him what he thought was the main reason for him feeling ill at case on this 
practicum, John responded "I'd say it's prohahly that that connection not heing there with my 
teacher. I'd say that. I'd say that would he the main thing. That's the most obvious to me." 
John was feeling he was "not really doing my hc:-~t" and attributed this to the te:u.:her. While 
on the one hand John perceived Sue "was hasically structuring the lessons fi.,r me", he also 
thought "she's very much into independence, for me to he independent, completely 
independent" Sue was telling John "You've got to he more creative. You've got to he more 
innovative." John seemed confused with such apparent rnixed messages. 
Bryce, the deputy, made a point of speaking with John. "lie said that I needed to relax more 
in my lessons. The more I did that the more confident I became and informal! became with 
the kids. So I took that on hoard. That was fair enough. I guess all up I just haven't felt 
relaxed up until this last week ... I wouldn't say that it's a pcr:-.onality cla~h. hut it'" certainly 
not comfortable. Not completely comfortable. That's, I guess, hecause :-.he\, trying to keep a 
professional standard and she's very forward ahoutthings. She know:-. what she wants. I 
wouldn't say it's a personality problem hut it's nut feeling like I can go up to her and a'>k her 
something very confidently or very comli.lrtahly ... the lirst thing that thL· deputy asked me 
was how I was getting on with Sue so mayhc she said something to him about it that :-.he was 
thinking things weren't going too well as far as our relationship or whether hL' .iust a:-.kcd 
that." 
John thought "that it's an extra pressure for her for me to work in the class ... I can sec it 
stressing her a bit." l-Ie is "not sure how she's going to react. I think that's whcrL', in fat·t J'rn 
definite, that that's where this relaxing thing has entered into it. I think that not feeling that I 
am able to be myself around her makes it difficult to he relaxed with the kids when shl''s m 
the room. That's where that's coming from. It's really amazing how much infhiL'Ill'C the 
teacher can have or how much impact the teacher can have on ytmr practice." 
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Communication was obviously awkward. "I have a learning centre going now and Sue's 
pretty excited about that. She didn't actually tell me, she wrote it down. This is the other 
thing. Positive feedback she writes down. I guess that's a part of the connection not being 
there, it's hard for her to really say 'This is really good'." 
Little things were becoming frustrating. "The door. She likes the door open rather than the 
door closed. The noise outside doesn't bother her, hut it bothers me when I'm teaching 
because I can sec my kids arc gelling distracted ... She'd prefer the fresh air I think. l'm 
always aware of that ... Her things arc her things. Like we're talking about a pen! Very, this 
is her domain." 
A sense of helplessness was growing. "It's frustrating because what is happening is .subtly, 
by some means, in some ways is out of my control, like my relationship with my teacher. 
There's only a certain amount I can do to help foster that. Really it's up to her. It's not up to 
her, it's the person she is and I can't change that and she probably doesn't want to change 
that." 
In week 7, the situation deteriorated further. George was expecting John to be recommended 
for an Outstanc!i!"!g and week 7 was the week the recommendation would need to be made to 
the university, but in John's words, Sue "basically didn't want me to he recommended. At no 
point did she actually sec me und directly talk to me about my mark. She left that up to Bryce, 
the deputy principal." 
In a previous interview, John had expressed his admiration of Bryce. "I look at our deputy 
principal and he's in his early 30's and he didn't get an Outstanding and he's professional, 
he's organised, he's professional, he knows how to deal with people. He's got those people 
skills and he's up there. He would .seriously be looking at a principal's position, if not in that 
school in another school, in a few years time." 
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Bryce asked John how he thought his marks were going and when John mentioned George's 
optimism and expressed his own positive view of how he was leaching, Bryce asked "Okay, 
tell me honestly, how arc things going with you and Sue?' 
And I said 'Well.' 
And he said 'No I wunt you to be really honest.' 
And 1 said, 'Well to tell you the tnllh from the start I felt really intimidated and she's been 
very territorial and it's been really difficult. Everyone's been telling me to calm down and to 
relax and be myself. Well I've found that extremely difficult and I've never ever had a 
problem with that before. I found that extremely diflicult in her classroom. The last thing I 
want to do is to come across to her that I'm trying to take over things so I'm being very 
cautious in what I'm doing." 
Bryce indicated that he had taken a while to Jearn ways to work with Sue and that John 
needed to do so also. "He sort of said 'You need to straight away take action and open the 
communication barriers. I spoke to George this afternoon and he asked if you could be 
recommended and I said we're still deciding'." 
John took Bryce's advice and approached Sue that <:~fternoon. "We went through a couple of 
things and that was okay but a lot of tension, really uncomfortable speaking one on one." The 
next morning John asked Sue if he could have live minutes with her that afternoon. Because 
John was very concerned about Sue thinking he was taking over the class, he wanted to 
clarify with Sue whether she was happy with the number of lessons she had given him. "And 
she just went off basically. She said 'I don't know why you're asking me this. 1 wouldn't 
have given it to you if I wasn't comfortahle' ."Sue then raised a numher of issues that had 
annoyed her. John summed the situation up as "basically there was a communication problem 
there. And so at this point I'm thinking 'Well this attempt has failed.' So I went home ready 
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to quit my ATP. I thought 'This is really bad.' I didn'tthink I'd scrape in a Highly 
Compei.cnt. I thought 'I'm going to get Competent at the very, very best here'." 
John returned to school on the following Monday ''and basically I had in mind packing her 
bags and kicking her out of the classroom." Sue "was away for the morning and I had the 
class to myself and those few hours I really used to establish myself." 
Sue commented "Huge improvement. Y ou'rc a Jot different in front of the kids than you were 
last week. Your voice is dif!Crcnt.' 
And 1 thought 'Have you clicked on here? Have you clicked on to my confidence has picked 
up because you're not here? And the reason for that is because of you obviously.' But I 
didn't say anything." 
On George's next visit, Sue "did some really strange things that I don't know why she did, 
but she did them. For example, I was taking a lesson and I set them some work and I 
checked to sec that they were going and then they were doing the right thing then I started 
confcrencing and then she started walking around and started confereneing herself and 
George said to me 1 should have been doing what she was doing, moving around the 
classroom. I don't know why that happened, why she did that then. But this is what I mean 
because she would intcrmpt lessons and take over things at certain times, not take over, but 
interrupt them and still want me to be one hundred per cent in control." 
Once the decision had been made not to recommend .John for Outstanding, John found "we 
got on great. We got on fine. I mean we weren't best of friends but no problems. She was 
doing things for me. She was gelling stuff printed up for the kids for me. She wa:-; offering to 
do things. She was fine. She recommended a couple of things to me. So I don't know what 
happened. Maybe she got her way. I could always tel! she wasn't happy with what other 
people wanted me to get, what Bryce thought I was going to get and what everyone wanted 
me to get. She thought she had a bigger picture of it all ... 1 lefl on a really good note with 
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her, she organised two jobs for me. I've been offered this job with Kumon. She set up two 
part time jobs for me with Kumon tutoring and so that's in the workings now ... And also 
she was asked whether she knew somebody for tutoring ... Sue recommended me. That was 
interesting, very, very interesting ... So I don't have to work in acafC any more. I can do 
some fairly decent part-time work. So that's great. I've got that all organised. And I left on a 
great note with her and I left on a good note as far as my teaching, so I can't wail. I can't wail 
for next year. Can't wait to have my own classroom ... yeah, I'd he a teacher any day. I can't 
wail." 
For John, the relationship with his supervising teacher was an important part of his learning 
about himself, about leaching and about professional relationships in schools. It was also an 
important factor in the assessment he was given, and the impact of the ATP on him. 
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CHAPTER 5 
THE IMPACT OF ASSESSMENT 
The final teaching mark for the ATP is important for the student teacher's future employment 
prospects. The detrimental impact of the assessment based context of the practicum on "the 
trialing of ideas considered central to an individual's practical theory" has already been noted 
(Kettle & Sellars, 1993. p. 36). The factors that impinged on the assessment of the ATP were 
disturbing as was the impact on the participants. 
The impact of professional relationships - John's story 
John did not raise assessment as a personal issue in the first interview. but he did sec the 
main purpose of the ATP as "the only way that the university can evaluate how well you've 
learned academically and practically at the same time ... I can sec it as an evaluative process, 
and I think that's very fair too because a lot or people who have done well in their praes, in 
their praeticals, haven't been rewarded for that as yet, whereas the people who have done 
well academically arc recognised a lot more and those academic students sometimes aren't as 
good in the classroom as your borderline 69- 70. So that's what I feel, so I think it's very 
fair that you he evaluated in that way." 
John was pleased with his supervisor's third visit in week 6. George had said to John 
"you're certain to be recommended for Outstanding. If you keep on this pattern you're going 
quite well to be recommended." .John had been experiencing a diflicult practicum with Sue, 
his teacher, and in week 7 "things really took a dive with my teacher. Week 7 was the killer 
week, week 7. Because they were supposed to recommend that week. And it all just fell 
apart. She basically didn't want me to he recommended." With advice from the deputy 
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principal, John attempted to resolve the communication barrier with his teacher, with limited 
success. Despite the situution, John "really went for it. And George, the supervisor, came in 
on week 9 saw my lesson and he said 'Fantastic. Going well ... It's too late now for you to 
be recommended. You've progressed really well'. (George] wrote in his report that I have the 
potential to be an Outstanding student and I'm a llighly Competent/Outstanding student ... 
Well, he thought I should have been recommended I feel." The supcrvi.~or had been unaware 
of the problems between John and his teacher. John "didn '!tell him anything" because of a 
perception that the supervisor "was really cliquey with Sue." 
John was quite disappointed with his professional development mark. "She gave me a Highly 
Satisfactory for my professional mark ... I don't know where that came from. I have no idea 
where that came from. Bryce said to me in week 5, 'Professionalism, out and out 
Outstanding. I c;m give you that now'. So !thought I wHs doing the right thing. I hadn't 
changed anything ... She commented that it was a highlight, a highlight of my practice was 
my professional development. But still she gave me Highly Satisfactory." 
John recognises "to say I should have hecn given Outswnding,l don't know, you don't 
know and I guess they don't know either. But the point is I didn't feel as if I had had the best 
prac and felt I was the best person I could have been and I will wonder if I could have done 
further. I can say that I'm prelly certain that I would hut I can't prove that. But that's the 
thing, it's not whether or not I would have got Outstanding ... I can't say 'I gave it my best 
shot' and that's the most disappointing and frustrating part about it." 
John's professional relationship with his supervising teacher had hecn difficult and stressful. 
John had continued to strive towards an Outstanding throughout the Jailer half of the ATP hut 
clearly found the difficult relationship with his supervising tci.lcher in1pinged on his ability to 
be the teacher he thought he could have been in a situation with a more compatible 
supervising teacher. 
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Frustration with the assessment - Christina's story 
In the first intcrv~cw, Christina expressed concern about her ability to survive the ATP 
"because 1 know even with these two week pnu.:s I burnout by the second week, and I'm 
counting down the days. I don't want that to happen. I don't w<Jnl to he going 'Can't wait' 
and having the calendar on my wall crossing it off. I want it to he enjoyable ... I just want to 
do everything right. I just want to he the hcst of everything. That's a problem I have. Things 
have to be organised with me so I'm very fussy about things. I get good rcsulls. I want my 
teachers to tell me what I arn doing wrong and I'll do everything not to do iL" 
Christina doesn't know what to do differently to prevent the burnout from occurring. "I don't 
know. I don't think I'll honestly he able to do it hecau.se I know I will just put pressure on 
myself, I will just have to, hut it's just so hard to do, I know, I know now that I will put 
pressure on myself and that i probably will be whacked after the first three weeks hut 
hopefully I'll get into a pattern. It's probably not going to help that much but if I get used to 
it, it might do." 
I asked Christina if the assessment was a part of the pressure she was experiencing and she 
responded "I'd like to say 'no', hut it is. I don't know how I'll go. People always say 'Oh, 
you'll get Outstanding' and all this, hut I don't know. It is a big thing. I know it doesn't 
matter in the long run.l know it doc .... n'tmaucr but at the time, now,today, I want to do well. 
That doesn't mean Outstanding. It means llighly Competent." 
Before the second interviews hegan, I wrote in my journal "everyone has been contacted and 
arc happy to have a second interview. Christina is the only one who sounds stressed, like she 
wonders whether shc'Jimake it through the next week." Christin,t's interview was scheduled 
for the Saturday at the end of the second week. I waited, but she didn't turn up. Later that 
morning I rang. She was aghast. As she explained she had hcen going non-stop and had 
completely forgotten. She was very apologetic. She sounded tired. The researcher in me 
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wanted to get her in and find out what was going on, hut I knew Christina had the furthest to 
travel for the interviews and to reschedule another interview for the next weeke11d would take 
me out of the time frame for gaining initial impressions of the ATP. I suggested we leave the 
second interview and I would pick her up in the next round. She was concerncJ that she 
would "muck up the research" but sounded relieved to take up the option after I reassured her 
that it would be okay to omit til is one. 
Christina survived the first weeks of the ATP, observing in the third interview, that "the first 
three weeks, three to four weeks were the hardest. The first two weeks I was just whacked 
every night. I was just so tired." J\t the end of week live of the ATP each student teacher 
received a Progress Report from the school indicating their progress and giving constructive 
suggestions for improvement. Christina was happy with her Progress Report. "It was good. 
I was pretty happy with it. The things she wrote on there that I need to improve on I'm really 
aware of anyway and we've talked about them a thousand times before. She was pretty 
positive about most things which was good." 
Christina found her teacher to he very supportive, hut was frustrated with attempts to get 
recommended for Outstanding. Christina and her teacher had "been going through, a few 
times, the ATP hook. We've gone through and she's highlighted all the ones that she thinks 
that I've done ;md we talked about Outstanding and that sort of thing." Christina's frustration 
has centred on one criteria in the assessment which her teacher thinks no student teacher 
could attain. "She said she feels that for anyone to achieve that objective they have to huve 
had experience. And I said 'Well what Gtn I do'! There's nothing I can do about it then?' She 
said 'No, there isn't'." Not satisfied, Christina took the issue further. "I spoke to my 
supervisor about it and said 'What can I do?' And she .said 'Well there's nothing you can do.' 
And 1 said 'Who can get an Outstanding in primary then?' What if 1 cover everything and 
can't get that one? I think if she feels I really deserve to get an Outstanding I will anyway, hut 
then again if someone gets held hack just because of that one objective and other people get 
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pushed forward because of 'Oh well they've got everything else', then I think that's unfair." 
Christina returned to her frustration with the situation several times in the interview. 
In interview 4, Christina described how she decided not to 'rock the boat'. "After I spoke to 
you last time I was really stressed out about the mark and everything and we had big 
conversations with my teacher about this sort of thing." Christina's supervisor and teacher 
erroneously "thought if you weren't recommended at week five then you couldn't get 
Outstanding." Despite the !~Jet that "I stressed about it and stressed about it and I had a big 
conversation with my teacher and I was going to ring up uni and everything" Christina 
eventually "thoug:1t 'I can't be bothered' and so 1 said to myself 'Why am I so concerned 
about it. I feel I'm doing well and when I go out next year I feel like I know what I have to 
do and that's the main thing about this prac, that I wanted to get out of it.' The mark's a big 
thing too but anyway, ... I ummcd and aahcd ahout it for ages, and then I thought 'Oh stuff 
it. I won't. I'll just keep doing my hcst and sec what happens.' So I got Highly Competent 
but 1 'm still really pissed off because on the last week [my tcachcrl says to me 'Yep. You're 
an Outstanding student.' In the last week! 1\nd I though! 'Come on. I'm still on prac This 
isn't fair. Why do I have to be ticked in that box when I know I should be in that one?' And 
we looked at all the objectives and I did everything, covered everything, but I wasn 'I 
recommended on week five. And I said 'Come on. That's ridiculous.' It's so subjective, the 
ATP, but if the-y're not all told the same thing that's ridiculous. It's just ridiculous. I just 
think it's a joke I really do ... Jacks me off a bit." 
Having finally focused on her main goal for the 1\TP, to he able to go out the following year 
knowing what to do, Christina experienced a shift in focus. "Not so much, 'do this because 
this will look good' but 'do this for the kids.' 1\nd the other thing that I wanted to do, 
because I said to her I want to do something more, like I've done all my programmes and I'm 
cruising along and doing everything hut I feel like I should do something else to help those 
kids who arc falling behind.'' Christina decided to write and implement a special programme 
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for the English as a Second Language (ESL) children in the class. "So I did a programme for 
them too to help them with ESL stuff and that was good, seeing what sort of things they did 
... they needed to do a lot of work on sounds and that sort of thing which W€<S really 
interesting as well ... which is good !think because I learned more from that." 
Happy with the assessment? - Jodie's story 
While John had to deal with the impact of a difficult supervisory relationship and Christina 
had to deal with her frustration at what appeared to be the injustice of the assessment, Jodie 
had to deal with what appeared to be a general apathy about her assessment. 
Jodie was conscious of the pressure she was putting herself under. "I keep telling myself that 
it doesn't matter what I get, but you just want to do your best, and if I start thinking 'What's 
my best in terms of the university? What will they Jahcl my best as?' that's when I start 
panicking. I have to put that out of my mind and just do my best. And also that the children 
won't learn anything, that they won't develop. It's quite a big responsibility when you look 
at it like that. I hope I can achieve something." 
In Jodie's mid-term progress report "the only real focus was discipline. To find my own 
thing that works for me and to do it. They're saying 'pretend that you're angrier.' Telling me 
to act really angry so I'm trying to do that.'' When no-one else is in the room, Jodie thinks 
"I'm much nicer and thr: kids respond that much better .... Because they arc saying 'act 
angrier' and stuff, I'm not sure about it. I think I need to. It's kind of when they're in the 
classroom I'm thinking about control so I need to growl hut when they're not there I'm 
happy to let them go a little hit more than when there's someone in there.'' The advice Jodie 
received did not sit well with her hut, by interview 4, she did find her own way to deal with 
the discipline. "I didn't act angry in the end. It wasn't working for me. Sometimes I'd he 
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growling and then I'd just feel like laughing. It was just foreign. ll wasn't working, so I just 
found the songs and giving them hugs worked much better." 
Jodie described her last five weeks as "It went really well. I just sort of cruised through. No 
problems" and said she was happy with her assessment. "Mainly in the comments. I'm really 
happy with the comments I got and the final report. I got Highly Satisfactory or Highly 
Competent." 
Jodie then told me "They weren't telling me how I was going or what I was doing. So I went 
to Kerry, my teacher, and we went through the book and I said 'Where am 1 at and where can 
l go?' She said 'Well you're definitely at Highly Competent.' And I said 'Why aren't J being 
extended?' And she said 'Well, no reason you shouldn't be.' So I said 'Okay then.' And she 
said 'Why don't you ring up Keith (the supervisor) and ask him?' So I rang him up and 
brought him in and he said 'I don't really believe in giving Outstandings. I give them like 
once every three years if I'm really really impressed.' And I said 'Okay, well that's fine. Am 
I at Highly Competent?' And he said 'Yes'. And I said 'If I just keep going the way I am I'm 
definitely going to get that?' And he said 'Yeah, I'm very happy with the way you're going.' 
And everyone was happy with that and I just went through with that I had no pressure." 
I wondered how she felt about the supervisor's attitude given that he hadn't spoken to her at 
any of his previous visils. 
"He only left about, in total, two pages written and he came in that time because I called him 
up and asked him to come in and he spoke to me. And he didn't really give me any advice. 
He just said 'Yes you're doing line.' And then he left. And then he came in one more time, 
the la'it time, week 9, watched my lesson and didn't say a word to me. Arc we actually 
getting a report from them?" 
I couldn't believe 1 was hearing correctly so asked "so really, after any of your lessons with 
the supervisor, you never actually got to speak about the actual lesson?" 
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"No. And Kerry was like 'I can't believe Keith's lack of following up with your prac.' Bull 
also think I don't know if she actually looked at my programmes. So I think everyone was 
just going 'You're doing fine.' Passing the buck kind of thing. And I think she was passing 
the huck for Keith and Stella, the principal ... everyone was just saying 'Oh yeah. You're 
fine.' So I wus a bit annoyed that I couldn't, I didn't push myself at all, I didn't extend one 
little bit. I'm sure I could have done heaps better but ... Talking to other people their teachers 
were going 'Right. We're going to do this and we're going to do that. You can improve on 
this and do that.' I don't know how I could change my programmes. I don't know how I 
could change my records file. Anything. II ww> a very cruisey Highly Satisfactory. But that's 
fine. Jt was very realistic. The last live weeks it was as if I was teaching. I didn't have people 
looking over me at all. I didn't have people going 'You have to do this. You have to impress 
me.· I went in there and if I did a good lesson I knew and the kids knew. And if I didn't then 
it didn't matter, I could improve the next day." 
Jodie saw the Jack of feedback as positive. "Weill mean I'd have no problems going out 
there now. Like at first when I wasn't getting much feedback it was like, 'Why aren't you 
looking at me? Why aren't you seeing what I'm doing with the lesson?' Because of our other 
pracs. So it gave me a real shock when nobody was puying much attention but that's reality 
isn't it? I'd have no problems now being self reflective." 
Although philosophical, Jodie did have moments of stress associated with the lack of support 
and guidance she experienced. "At times, I'd start feeling down, like 'Why haven't I been 
pushed? Why haven't! been recommended?' 1 would sort of go 'It's not fair.' But then you 
think 'What is?' ... At times during ATP it was, when I started looking at what everybody 
else was doing, it was a big issue ... They were satisfied with that so I had to be really." 
Particularly stressful was a confirmatory visit made by Kerry, Jodie's teacher, who was on 
the confirmatory panel. "She went out and suw someone. Ami! thought 'She must know 
how I'm going.' I justified it all hy 'They know what they're doing.' She came back and I 
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didn't want to ask her about il, but she offered information. She said 'Oh I think 1'm being 
too mean on you, Jodie, you're streets ahead of this guy.' And J'm going 'Don'ttell me 
now. No, that's not fair.' ... She went home and came in the next day 'I couldn't sleep 
because I don't know what to do about it.' ... She was worried about it. Because she didn't 
want to decline him and say 'No, you can't have it.' But he brushed up the second time and 
got everything that she'd said ... And he ended up getting it." 
Jodie consoled herself with the fact that "I got really nice comments. Stella, the principal, 
she's very strict. She came in and saw some lessons. She gave me a great report back. I think 
the most proud thing for me of the whole ATP was her last line which said 'I'd be happy to 
have you as a staff member' and, oh my god, that was better than any mark I got. I was so 
proud of it ... I thought that was like the biggest compliment you would get from a 
principal." 
Even though Jodie has seemed accepting of the situation, I was startled by her response when 
I asked her what she would change about the ATP for herself. 
"If I was going into exactly the same situation I'd probably be more aggressive as in what I 
want. But that's because I know what I want now. I would ask for more, and demand more 
feedback and demand more attention and lind out exactly whal's needed and why, especially 
with my supervisor as well." 
I was stunned. Quiet, poised, confident Jodie saying she would he aggressive and 
demanding? I commented that the words seemed strong for her. 
"Yeah. Yep. Because I think everyone else was .iust happy to, you know how in the 
classroom you pay attention to the high achievers and the low achievers, and if you're the 
people in the middle they don't mind too much. Like they're happy, that's how I fell as well. 
So I was a bit aware in my classroom of paying attention to the kids in the middle." 
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"So the fact that you weren't making a song and a dance meant you didn't get the uttention 
you needed?" 
"Yeah, so I'd probably be more assertive." 
Despite wishing she had been more assertive about gelling feedback and guidance, Jodie had 
noticed a change of focus in her thinking to "What can I do to I~Icilitate the children's 
learning. So the focus was off me. how well I'm going ami on to the children. Seems like 
everything happened about the same time. I found out where I was, Jlighly Competent, then 
that was it. The focus was on them." 
Going for Outstanding - Celine's story 
In the first interview, Cclinc wanted to enjoy her ATP. hut expectations in the form of 
ao;scssmcnt were a factor she had to consider. "First and second year you think 'I'd like tn get 
Outstanding', hut now I think 'I'd like to gctllighly Competent'. I'm aiming for that, hut if 
the supervisor says 'You've got this, this. thi:-., this and this to do and you'll get 
Outstanding', then I'll go for it then, hut once I reach the Highly Cornpetentlcvcll don't 
want to put myself out to try and get extra. You've either got it or you haven't. If il'~ not 
coming naturally,thcn it's not going to work in the end anyway." 
Cclinc's progress report "was all 'doing a fine joh.' You think 'I want to hear what I can do.' 
My teacher said 'It's not areas that you could improve on, it's just ~wrr for future reference. 
Just to make sure you do this.' And so it wasn't really .... pccillc stuff. We rL·ad through it and I 
thought 'Oh, that's great. Ticks in the right box.' There's nothing new." 
Cclinc arrived at the third interview with a big smile on her face. "The ]a..,ttwo weeks haw 
been, end of last week, beginning of this rtcck, I've had everything done ;tnd it's just kim! of 
go there and do it, hut a bombshell dropped today." Cclinc had asked Adele. her teacher, to 
review the ATP criteria with her ";m<i now I've found out today that I'm going for 
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Outstanding and I'm just like 'Oh, there's too much pressure.' And she said 'No, you're 
doing really well. You might as well try for it.' And she said 'Right, you're Competent, 
you're Highly Competent and you've pretty much done Outstanding so you might as well try 
for it'.'' 
Adele and Ccline have speni time together working out what Celinc can do to cemem her 
chances of receiving an Outstanding. Even though she is looking at ways to improve in order 
to impress the confirming ,-;upervisor, Celinc thinks that she won 'I change a lot of what she is 
doing already. "I know I'm not going to have this big huge change in the two weeks or four 
weeks or whenever they have to, if I just plod along th•.! way I've been going. But I don't 
want to go back now and think 'Right I've got to do this and this.' ... Like I was quite happy 
with Highly Competent. But always thought if the opportunity came for going for 
Outstanding that sure I'd go for it, if I had this and this to do. But its kind of more to it than 
just that. Its the whole attitude kind of work and pressure and everything changed ... I 
assume I'm doing the right thing with teaching. I assume that's alright But I don't want to be 
kind of making sure everything's really periCct. Its not realistic." 
In interview 4, Ccline told how she resolved the issue ol' coping with the pressure of being 
assessed for Outstanding by "I decided 'well I'm not going to go out of my way and be really 
silly and do all this extra stuff.' And so I didn't." 
During her first visit, Linda, the confirming supervisor, had annoyed Celine because "I'd 
planned <II. this great stuff for her and she sat :11 the back of the room. She couldn't sec me 
teaching at all and didn't watch me at all ... She gave me some written comments hut it was 
stuff like 'Your smile is the best I've seen in a while,' really irrelevant stuff.'' Ccline was 
upset with comments made by Linda to her teacher. "She was saying things to Adele like the 
format of my language programme, she would have preferred it a different way. l said to 
Adele 'Well it's not her place to say that sort of thing. She's not there to do that. We've had 
four people in, that say its fine.' If there was a problem with that type of stuff I would have 
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expected to have heard before. And whether she prefers something different, that's pcrsonaJ 
opinion." 
Celinc was further aggravated by Linda's parting comments. Linda had said "I've made 
arrangements to come hack next Tuesday morning. This is your chance to impress me. I want 
to sec your strengths. And I want to sec you teaching. I don't want to sec what I saw this 
morning." Celinc had been irritated "because it was routine stuff, story writing and a 
language Jesson. And I got really annoyed at this lady. I was saying to Adele 'I...ook, it's not 
about impressing people. It's about consistency and how you arc in the classroom.' She got 
me so annoyed and so angry because it's not about going out to impress someone on your 
ATP.lt's about how everything else works together. And !thought 'What am I going to 
teach?' It's week 10. Tuesday. It's review. And grade one it's all about routine anyway. It's 
about establishing all the routines. And I went 'Oh great.' ... That day I was quite annoyed 
and quite narky about it all because I didn't agree with some of her comments." 
Ccline decided "to teach them how to address an envelope because we'd been buddying up 
with another year one class and been sending letters. So Monday I planned it so they wrote 
their letters so they were ready for Tuesday. I thought 'Okay, we'll address an envelope. 
Have like this big huge envelope ready to model. And I had the Jolly Postman and these 
songs and everything. It was an excellent Jesson. And she came in and sat down for a while, 
watched my reading ... So I did the Jesson and she was there for the first fifteen minutes 
sitting there watching, writing, well, sitting there looking through stuff, not paying much 
attention. Then the kids were- off writing their envelopes." Soon after, Linda left. 
Adele and Cclinc "had to go in and sec the principal. We sat down and I still didn't think that 
I'd had because I thought 'Not with this lady.' Sat me down and she said 'I've just got you 
in here to congratulate you. You've got Outstanding.' And I went 'Pardon?' And the 
principal went 'Yes. You've got it.' And I went 'Oh my God.' I think Adele was more 
excited than me. She went 'No, you've done well.' And that was it." 
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Celine has mixed feelings about her grade, achieving Outstanding seemed a hollow victory. 
"Now I think 'Who cares?' Back then I thought 'Great' but what docs it matter? It's done ... 
I still think, it's nice having Outstanding, hut I still think it's not fair how they do it. lt's 
based on a single person's opinion. I'm sure if I was in an upper school class, a grade seven 
class, I would be nowhere ncar it. It depends on who you get and what your teacher's like. I 
know some teachers don't put people up unless they're sure they're going to get it ... I can't 
get another solution to how they do the ATP but it's not very fair. Like to think that that 
Linda could just come in ami say 'Sorry.' That would have had to have gone, whatever she 
said. She doesn't know how you've been working. You can't get a true indication of 
relationships and your whole classroom working if you're only there for an hour or so. And 
from that they decide whether you fit into the criteria they have decided upon. lfl was in 
another classroom, I mean I was in with a great teacher, if I'd been in another classroom, I 
might have just cracked under the pressure. It's not very fair." 
Satisfied with the assessment - Craig's story 
Craig only mentioned assessment in the second interview in relation to accepting his 
perceived difliculties with his teacher and the need to adjust his behaviour in mdcr to obtain 
his mark. "So I've initiated most of the conversation, hut if that's how it's to he that's how 
it's to be. I've obviously got to come out with a mark and if that means biting the bottom lip 
then so be it. I'm relatively philosophical Hhout that.'' 
For Craig the progress report showed "I'm not doing anything disastrously wrong nor am I 
doing anything particulHrly fantastically well apart from classroom control which they're 
happy with and my relationship with the kids they're happy with. So I got that. The 
observations and recommendations made hy the teacher I thought were particularly astute. I 
was very happy with the report." 
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At the end of the ATP, Craig and the principal had a chat. "She said 'trying to assess you is 
quile difficult because you' rc competent in all of the areas but in other areas you're way up 
there'." Craig's final mark was "Competent ... I went into ATP tired.! scored a dose of not 
the flu, but a cold, it's still there a bit, so I was tired before I got there. And I really couldn't 
be stuffed doing anymore than compctentto be honest I'm happy with the mark, but a shade 
disappointed in my own personal effort. And realistically it took a lot longer than I actually 
expected it would to get in amongst things and I probably suffered from delusions of 
grandeur to some extent, the mature aged student who's dragged off the street and ends up 
being this brilliant teacher, and it would just all happen, so I didn't put the effort in. I was 
happy with the mark." 
Assessment was not raised as n personal issue by Craig in the first interview and assessment 
was not a main is:-;uc for Craig in any of the interviews apart from making sure that he passed 
the ATP. For Craig, other l~lctors had impacted on his experience of the ATP far more than 
the assessment 
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CHAPTER 6 
THE BAGGAGE WE CARRY - CRAIG'S STORY 
A person's past experience innucnccs their current behaviour (Egan, 1990, p. I 62). Such 
innucnces can be positive or nC'.gativc. Their impact can be empowering or crippling, minor 
or major. In Craig's story, the influences of his own schooling experience and his previous 
practicum experiences were important factors in his ATP experience. for myself as the 
researcher, the influences which impacted on me during this research were my experiences as 
a mother, and a teacher. As Craig, heavily influenced hy his past, struggled to find his feet as 
a teacher, I, who had always maintained a distance from my research, struggled to deal with 
my 'multiple selves' deciding to gatccrash the study. While this is Craig's story of struggling 
with his past experience, it is also my story of struggle as a researcher with Craig's story. 
Both of us had brought unsuspected baggage to the study. 
Craig Green is a mature age student who, as a child, went to Catholic schools until his last 
two years of secondary education. "I was very anti-authoritarian. I was told I would never 
succeed in life if I didn't get quali!icd so I set about to prove everybody wrong so I 
deliberately failed 4th year two years in a row." After working in a number of fields, Craig 
was encouraged by an associate, a university lecturer, to enter university. Craig chose 
teaching because "at that stage I was 40, and I thought 'I've got all these life's experiences 
and the high school kids arc really going to benefit from my experience' and ... I just loved 
the idea of standing up there telling people, giving them new information, helping them 
become better at what they were doing ... when I went to my lirst teaching practice which 
was a primary school, I just bloody loved it." After that experience Craig transferred to the 
primary teacher education programme. 
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Impact on teaching practice 
Identifying with students 
For his ATP, Craig was allocated to a year three class in a small government school which is 
classified as Priority School (PSP) and thus qualifies for extra government funding. The 
school has a large number of single parent families, Aboriginal families, and ethnic families 
where English is a second language as well as a significant transient population ('Craig', 
1997,p.l). 
After his first week of A TP, Craig rcncctcd "a number of things have hit me right between 
the eyes. One of them is the beauty of the kids, I think, and even if they're lillie nuggctty, 
hard little buggers and I had a very interesting experience yesterday. I was on yard duty and I 
saw this kid who looked like he had already been boxing for a living. He was quite a tough 
looking kid. He was walking afound tough. lie was mixing with a bunch of kids that looked 
tough. And he saw me. llc had hair so that he could constantly flick it from one side to the 
other and that was part of his routine. And I took a bit of an instant disliking to him and I 
found I was eyeballing him hecause of his behaviour and he was skirting around me as well. 
And then I thought 'is that really the way to go? Should I label this kid?' and I thought 'Yeah, 
I will, because I reckon he's the sort of kid that's going to get some of these other ones into 
trouble.' As it happened, in the afternoon he was allocated to our room, so he'd been given 
his warning, his 5, his 10, · ·s 15 minutes and he was out for an hour. So he ended up in our 
clac;;s and we actually moved to a drama room where the kids were involved in drama that 
required cooperation. So we were working in one part of the room and he was left right in the 
back on his lonesome. Anyway, lo and behold, after aboutlO minutes into the thing,"11e was 
sitting there with this frown on his face as these kids do, he actually started to get involved in 
the activities on his own, where you had to stand up quickly, sit down, play dead and this 
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kind of thing. And I thought 'Yeah, give them a chance.' Cos there is, regardless of how 
hard they arc, there is this little kid in them. There is this excitement in them and they really 
do want to let it out. He did this of his own volition, having a bloody good time. So I thought 
']'II talk to him.' So as we were walking hack, he had a book, so I said 'do you mind if I 
have a look at your book?' It had one of these rcnectivc silver things that arc etched and 
rcncct the sun. It's been etched in a wuy so that it refracts the light and gives multi colours. 
So I opened it up and it was .a health thing and he said 'Oh, I'm not very good at drawing' 
and I said 'll looks pretty good to me'. Now we just generally got chatting and on the way 
back to the classroom, the teacher said ·Anyone who wants to get a drink or go to the toilet 
can do it now.' I felt like a drink of water so I had one. And he could have continued on with 
the rest but he actually hung hack and waited for me. And so that was a good learning 
experience that. Certainly not to label the kids. That wasn't the strongest message. Perhaps 
the strongest one was that 'try to recognise the kid that is inside them and try to work on 
thal.' So it will be interesting during the week to sec what this kid's reaction is to me in the 
event that I sec him again. So that was really important." 
Craig identified with the children in the school. "Yeah, I think so. I haven't actually given 
that a lot of thought, but, yeah ... I can sec kids doing things in the same way that I did, so I 
can understand if they're feeling lm•.y or 'help me I c:m't do it', or sort of 'head down on the 
table.' And I was actually watching one kid and I just thought back to when I was in grade 7, 
I was sitting there with my hand on my /'ace and the teacher said 'Arc you tired Mr Green?' 
and I said 'Nuh', put my head up just put it straight down again. And he thought 'I give up.' 
But that's alright. I don't mind that sort of thing. It happens ... Yeah, I certainly identify with 
the kids." 
Craig was concerned about the children's "attitude to work, their attitude to themselves with 
respect to their own capabilities and initiative seem to he sadly lacking compared with what I 
have seen in other schools and certainly what I hear about as well ... we really do have to do 
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a lot of work so they realise their own abilities and hopefully make the most of their life's 
opportunilics, because there arc very bright kids who would automatically succeed if they 
were in completely different circumstance. That's really sad to sec actually. That's probably 
why I want to work in that area, because !really love kids like that. They arc so bright and 
energetic. They've got a bit of fight in them that I think works, will serve them well in the 
workplace provided they can actually do something. Show a hit of self initiative." 
'How many of Craig's own teachers hml echoed similar sentiments?' I thought and wondered 
how much identifying with the children in the class and in the school would influence Craig's 
behaviour as a teacher. Craig's story of dassroom management seemed to provide a clue. 
Classroom management 
Craig wasn't impressed with his supervising teacher's classroom management style. "Some 
of the looks that Katrin gives arc really quite cutting, ami piercing. But as the week's 
progressed, she seems to be more relaxr.d with the kids, and smiling a lot more and having a 
bit of fun with them as well. But she's much harsher on the kids than I would be. 'PUT 
THAT AWAY' and 'You touch that again and it's coming on my desk and you're NEVER 
GOING TO GET IT AGAIN' und all this sort of jazz whereas, that side of it I disagree with. 
My style of discipline is to correct behaviour incidentally and it's something that I learned 
mainly through Tekton Primary School and Areyonga I previous practicum schools] where if 
a kid's misbehaving, just apply the mlcs. Don't make any big deal about it." 
Craig's resolve hud been put to the test on the lirst Thursday of the ATP. "It was a terrible 
afternoon for a number of reasons. It wasn't terrible for me. The kids were really 
misbehaving. They had been to this Constable Care thing and they get them really hyped up 
... so that meant reading the riot act." Later Craig elaborated "So after the Thursday afternoon 
kind of losing control of the kids, I read them the riot act and I went home, ran through my 
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mind what I was going to do. So I basically went back and read the book again, as it were, 
and remembered the experiences at Tekton and I thought 'I found mysclfshouling and 
screaming like Katrin was' and I was getting bloody aggravated and twisted up. I mean it's 
just uncomrortahle, you know and I decided I didn't like it. And I thought 'remember what 
happened with that kid at Areyonga' so I thought 'just step back rrom it all' so I went into the 
classroom thinking to mysclr 'they will all be treated equally. lr the behaviour is unacceptable 
they will get a warning'. And I've slightly modified their rules so they get a warning, the next 
step is their name on the board and then a cross and they're outside ror 5 minutes so they sort 
of pushed a lillie bit ... and I said to them 'Push as hard as you like and you will sec what 
happens. Yuu will suffer the consequences. I have to. You sec the rules up there? I have to 
apply the rules. I have no choice in that but you have a choice in terms of what you do. 
Anyway push as hard as you like and we'll sec what happens.' So a couple did. And as I 
was teaching, it was a nice lesson. The kids seemed to enjoy what it was they had to do. So I 
didn't remind them about the rules or anything like that. So a kid misbehaved. 'Warning, 
Blake.' He louked up and 'Oh. okay.' So he misbehaved a bit rurther so his name went up 
on the board and it was just a case or 'Okay Blake, your name's on the board' and another 
kid would talk 'Warning, Hayley' and she looked up terribly surprised that it should happen 
and the rurther I went with it the quieter and the quieter the room became. And it was just that 
all of the comments were just simply incident:! I. It's a bit like saying, say ir I was reading a 
story, for example, 'there's a big dnrk room and it was 'warning l-laylcy' and then just 
straight on with the same tone or voice, instead or stopping and getting all rrustratcd. So the 
kid went outside and I said 'up the back, get yoursclr a piece of scrap paper, something to 
lean on and a pencil so while you're outside you're going to V.'rite down what rule you've 
broken and what you're going to do to fix it. Okay, orr you go.' Carried on. So he went out 
thinking 'gee, I've never seen this bcrore.' So he went out and dutirully wrote it and came 
back in and handed it to me and I said 'great Blake, thanks ror that. Grab a scat.' So there is 
that dirference in her style, shouting and screaming a lot and I'd much prefer a quieter style." 
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By interview three, however, half way through the ATP, there had been a significant shift in 
Craig's attitude. In the previous interview, Craig had identified with and related positively to 
the children he had met. He had indicated a preference for a quieter management style than his 
teacher and had been effectively implementing his own style of classroom management. 
Craig's frustration with his year 3 students was evident. "Their concentration span can be 
quite good, but for the most part it's bloody terrible. You can say things like 'You're always 
getting up, moving around' and I've got to tell them over and over and over again, I really 
have to condition them to do certain things so by simply standing up nnd saying to everybody 
'I do not want you to get out of your chairs and come up to me and talk to me. You must st&y 
where you arc, put your hand up. Just hecuusc you've put your hand up that doesn't mean 
you can start talking straight away. You have to wait until I acknowledge you or recognise 
you and when I do, then you can start talking.' And while I'm actually saying something like 
that a hand will go up and someone will start bloody well talking. (I'd think] 'What arc you 
some kind of dumb dog or something?' There's one kid in the class who I'm going to put on 
a contract next week. I'm sick to death of it and I'm going to tear his head off if Katrin 
doesn't before I do. Every few minutes it's 'MrGreen?' and he's got stories to tell, he 
doesn't have questions.(l'd think! 'What do I have to do with this little bastard to get him to 
sit down and shut up?' So it is hard from that point of view. I've got to stop and think to 
myself 'They arc only 7, 8 years of age and that's probably pretty normal.' But it's 
frustrating nnne the less and that's why it's hard." 
At this point I had become awHre of switching away from my researcher's role to another 
self. My youngest child is in year 3 and I was suddenly a mother mentally telling Craig that 
'This child is complimenting you with this sharing of his stories however frustrating and 
monotonous it may be for you.' I quickly resumed my researcher's role. 
Control of the classroom, as evidenced by the silence and obedience of the children, seemed 
to have defined 'what works' for Craig and this had become the measure by which he judged 
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the effectiveness of what he did. In achieving this control, Craig modelled his actions on 
what he had observed and experienced as a student in the classroom himself. "J'm learning as 
I go how to generally get the class under control and as sad as it is and I don't necessarily 
believe in doing it but it's what works extremely well, is to kind of make an example of one 
of them. Not necessarily in a severe way, but to focus on the misbehaviour and then 
generally talk about it or simply, say I'm sitting down at the desk which is very rare, the kids 
get started on something, 'Fred, I want to sec you' and they think 'What's going on there?' 
and that quietens them down and I don't really like giving a kid a dressing down in front of 
the others because I remember when I was a kid at school ... but as a form of classroom 
control it docs work very well for the individual and for the rest of the class. So I'm just 
toying with that. I' II probably keep doing it. l had a situation where there was one kid. 1 
justify it by thinking to myself 'well by telling this kid in front of everybody else they're 
going to learn as well what the unacceptable behaviour is.' I don't abuse the kids as such or 
try to belittle them in any way. I'll get very stern with them. One in particular who I 
remember. We were doing a bit of art and the fart folder] had to be covered in plastic and 1 
was doing it They weren't capable of doing it by themselves so I had them come up one at a 
time and I'd say 'One at a time. The next one I'll call, you can come up.' And one of them 
just couldn't get the message. I must have told him at least five times to sit down 'You will be 
next after so and so. When I have finished her's I will call you over.' And I thought 'How 
much clearer can I get than that'!' So about five times [I had to tell him to wait his turn] and 
then at the end of the day II saidl'lfyours is covered put it in your big drawer. Those who's 
aren't covered and only those stand up' and all this crap. Lo and behold, just before the end 
of the day, I look on my desk and here's this kid's bloody folder again, because it should 
have been on another table, so I just grabbed il and I threw it in the bin." 
Again, I struggled with my own haggage. I struggled as a mother and as a teacher who was 
appalled at such an action. I struggled as a researcher trying to control my own reactions so 1 
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would not influence my participant's telling of his story. I do not know how wciJ I 
succeeded. Later as I listened to the recording I could hear my voice becoming quieter and 
quieter at this point and I could hear the restraint in my tone; or was that just because I 
remembered so clearly my struggle at the time? 
Craig had continued. "And he looked at it (tnd his heart sank and face changed expression and 
bottom lip wasn't exactly quivering, so I just left it there. 1 didn't say anything for about five 
minutes. So 1 got this thing and said 'Do you know why 1 put this in the bin?' 'No.' So J 
went through this routine of why I put it in the bin and how many times I'd asked him to do 
what I wanted him to do. In the meantime someone was looking through the door and 
something inside said 'Murphy's law. This has got to be his mother.' But I didn't know that 
for sure. So I said to this kid 'You're proud of this aren't you?' and he said 'Yes I am.' And 
I said 'So you should be. What you've done is great work. But the reason I'm throwing it in 
the bin is because how many times did I ask you.' So I really drilled him. So I thought 'I'll 
keep going with this in the event that the others might learn from it.' So it came to a 
reasonably satisfactory conclusion. He went outside and his mother, and it was his mother, 
sort of glared at me and him and what's going on here? Butt he kid's actually been great ever 
since. He's been concentrating, doing what he should he doing and getting lots of verbal 
rewards as a result. So it's hard to say.lnsidc I'd prefer not to, but as an effective form of 
management it seems to work." 
Looking back at the ATP in the fourth interview, Craig observed "I've discovered the kids 
arc take, take, take, and there's no give, and their expectations of what they should get arc 
really totally unrealistic. They're often quite dirficult to discipline simply because the parents 
don't know how to discipline the kids and there is no discipline at home. So that would make 
it dirficult as well. I'm certainly heaps more aware of the rcalily of the situation. There's still 
the clement of romance there Hnd there is still that magic that occurs, not as often as I would 
have liked it to have done so." In the final analysis, though, the best thing about ATP for 
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Craig was "the kids themselves and those really nice times with the kids. I was reading to a 
couple of special ed. kids, mainly to keep them quiet. Whenever I picked up a book and read 
to them, that was to keep their attention and they quite liked it. And as I was doing that the 
kids were listening and they'd come in and lean all over me and that sort of thing. So the kids 
and those kinds of moments." 
''The relating times?" I ventured. 
"Yeah, very much so. Yeah, and that's why those little sorts of situations have said to me it's 
an absolute must to programme in some time for that kind of interaction with the kids. So that 
would be the best purl. There's nothing sort of reaJly jumping out. It's more moments, things 
that happen here and there. I've had a mother come down, which I thought was terrific, on 
the last day,just to say 'Thanks. You've struck a chord with Luke. Where he doesn't 
normally talk about teachers, he has started talking about you and he seems more interested in 
his work.' So she just came down to say thanks. Another kid, Tamaro, a little black kid~ 
developed a lot of time for as time went by, simply on the basis he's such a bright cheery kid 
and intelligent, but as poor as all buggery, and an unbelievable story teller, just magnificent, 
the expression he put in his voice was great. So we developed a particularly good relationship 
and on the last day, he obviously told his parents, 'I've got to go down and sec Mr Green 
and say goodbye.' So there he was at the door waving tissues everywhere and obviously as 
sick as a dog with Mum and Dad there and saying 'We just came down to say goodbye.' ... 
At the actual time itself, my head was a million and one times saying 'It's finishing. I don't 
believe it's finishing.' It was the last day and things were all over the joint, hut the more I 
reflect on it, to me, that's the sort of thing, to me, makes me want to stay in teaching. To 
have in one term one kid who has struck a chord with me, there's heen some sort of 
connection, is worth it and makes up for this other little turd, Mark. So there was that sort of 
thing. Just walking along and a kid would come up and just hold my hand for no damn 
reason and just walk and talk. But other than that. nothing sort of particularly startling. Oh 
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the principal said, one thing that she did say which I thought was uhsolutely terri lie, she snid 
'There is a really lovely utmosphcre in the classroom.' And I thought 'If nothing else, if the 
kids feel safe and comfortable and warm there then that's more important than any education 
they might have'." 
'Chalk and talk' 
Craig experienced a conflict between what he hnd learned til university uhout the best way for 
children to learn and his own experience as a child-student. When I asked Craig. in the 
interview before he began his ATP about how he would <lcline karning, Craig.'s response 
reflected a tension between his own ~chooling experience and what he has been taught at 
university. "A lot of research that I've heen made aware of. is proving that in fact group 
learning is not the best way, that essentially chalk and talk, ~o 'sit down, ~hut up and listen to 
what I am going to tell you' is currently the way that the kids arc learning he~!." Craig had 
heard about this research on a current affairs programme which had hecn re<.:ently televised 
and through discussion with a friend. Craig's confusion became evident a~ he commented 
that this research "rcnccts very nn1ch the way that I \V<I\ taught but with that in mimi 
however, I don't think chalk ;md tttlk is the hcst W<IY to J:!O." While Cr<1ig did not think it wa~ 
the best way to go because "through our tutorials, particularly in cdw:ation, it ~~ems to he a 
big push this group learning thing", at the same time he had ob~crvcd that "in all of the 
education units where we've been asked to sit down and discuss thing~ in group~. I n:ckon 
about 25% of what could come out or it actuallv comes <JUt or it." This left ( ·raig in a 
dilemma. "I have a hit of a chalk and talk approad1 ... And I do adually want to dwn~c from 
that. I guess I really believe that kids le;.trn best !"rom being shown the concept if it's new and 
then let them have u play with it." 
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Despite wanting to change, Craig is still not sure of how children Jearn best. He docs 
recognise that "I am influenced by my past learning and by some recent discussion that 
suggests that they do learn best by chalk and talk." 
Halfway through the ATP, Craig was still struggling with the tension. "I think my biggest 
problem in programming is the language programme because probably deep down I think it's 
wrong the way they're going about it ... There should be a bit more structure. But I could be 
wrong, but if it can be shown to me that the way I the university J go about it lis right ... ]." 
Craig is not convinced that the way he has been shown to teach is right. Again he recognises 
the influence of his own past experience. "That would be coming from when I was taught, 
not that I actually remember much about it, but I can certainly remember sitting down and 
having to spell words and write these things and maybe tick at the end of it all ... But J'm 
sure that I learned that all in primary school and I believe my literacy skills arc actually better 
than the kids tlmt arc in university at the moment. So it docs come from how I was taught. 
Allhough I don't quite remember how I was taught. It was certainly different from what we 
arc doing now. But if !the new w<tyl works, line, I don't mind changing my mind ... [but] 
I'm saying to you how I fundamentally believe how language is being taught is wrong." 
By interview four, the week after the ATP had finished, Craig has become more resolute in 
his views. "My belief on chalk and talk is certainly stronger now tlmn what it was before. 
Yeah, I'd say so ... I tried a few things, sort of st1ssing out my old Christian Brothers' style 
of teaching belief system. Every now and again I thought 'Oh bugger it. This group work 
just docsn 't work in my opinion.' If I gave them a work sheet and ask them to write 
something out nothing would get done. So I just stood up there with a piece of paper and said 
'Right. Copy this down.' Everyone was working together. The discipline was perfect. The 
kids seemed to quite enjoy it and it was nice and quiet and peaceful and we got a lot done ... 
But the group thing, getting three or four kids together ... as soon as they got in their groups 
it was a complete and utter bloody waste of time. /\part from the few, the non-Australians, 
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the Bosnians and Asians, they'd get on with it, discuss things with each other. But the 
Aussies saw it as a good opportunity to slacken off. While I'm more convinced ttmt lchalk 
and talk] is the way to go and I hear from time to time that it appears teaching is going to head 
back in that direction because this lovely warm fuzzy way of learning apparently isn't 
working. We both know that literacy and numeracy skills arc down compared with when we 
were young ... Yeah, so I think I should give them the information rather than have them try 
and find it out ... Science investigation, for example, has all these lovely groups and there's a 
manager and a director and a speaker and all this bloody stuff that works well in a pristine 
society but hardly works in this school where if someone docs something to you the best way 
to sort that out is hurt them as much as you possibly can. So 1 completely restructured the 
science lessons and they still worked in groups but I said 'You will all do this now. When 
you've done that stop. You've got thirty seconds to go.' So we structured it because the 
noise and lack of control was horrendous and I thought 'I'm not putting myself through this.' 
so I controlled exactly what they did and they got a lot more done. They seemed to enjoy it a 
bit more loa I think. And the ones who normally do the right thing seemed to he happier as 
well." 
Craig's experience in the clilssroom had confirmed to him the value of the teaching style he 
was subject to himself, despite his own "very anthntthoritarian" allitude as a student. As a 
school student, Craig's behaviour and attitude indicated a resistance to the 'chalk and talk' 
style or teaching5 , but for Cmig, the teacher, 'chalk and talk' was the more effective, even if 
5 Having read this chapter, Craig commented that he thought that it was not the style of' tcm:hing he hud 
resisted but more the authoritarianism nr the teachers, even more so in his high school years. To my mind, 
the 'chulk and talk' style of' teaching and the uuthoritarianism of teachers arc linked as in the cxmnplc Craig 
gave of his restructured science lessons (previous rmragraph). 
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boring, way to get children to lenrn. !-laving "maintained a course average that will allow me 
to do honours next year if l want to", Craig knew the theory the university was espousing, 
but teaching experience in the classroom bad confirmed to Craig that the way he was taught 
as a child was more effective. 
The influence of Craig's past practicum experience 
As potent as the impact Craig's past schooling experience had been on his teaching practice, 
for me as a researcher, the impact of Craig's past practicum experience on his ATP 
experience was a more immediate dimcnsionto deal with. 
Generally, Craig had enjoyed his past practicums. "It's as if each teaching practice, bar one, 
was tailor made for me. It's almost like there was some pre-designed plan to show me these 
fanta~tic things that were going to make me into a decent teacher." 
The exception was Craig's last practicum, a remote desert community practicum, which he 
described as "a hell of an experience to say the least. A terrible personality connict between 
me and the teacher and it was a bit of a shock to the system. It was a remote teaching school 
and I got out there, I was just really excited about being there. I'd sit there and a kid would 
crawl all over me covered from head to toe with scabies and soot running down their nose, all 
this sort of jazz. I'd squirm a bit. So I was a bit reluctant, I suppose, to intermingle with them 
although I thought! did quite a good joh and one of my fellow prac students felt that I 
interacted with the kids more than she did. It was just on the odd occasion I'd squirm a hit 
because of all these diseases and filth and things. As time progressed the teacher that! had, 
who I think was probably a second year out, quite a good teacher, I had no problem with her 
teaching ability, but for some reason or other, she took a disliking to me ... 1 learned that I 
become reactive ... In hindsight 1 would have gone about the whole thing completely 
differently. J know the experience that I had there was definitely a case ofvictimisation, 
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there's no question ubout it. I did the wrong thing by [reacting-[ and not talking to the right 
people." 
A large p(lfl of Craig's frustration with the situation wt~s his perception of the lack of support 
from the university for studenttc<Jchers in his situation. l-Ie felt strongly that student teachers 
were actively discouraged from taking their concerns to the Practicum Dept~rtmcnt staff and 
was unaware of other :wcnues in the university for dealing with crisis situations. "The only 
other thing that really upset me about that particular prac was, and this institution, is that at no 
stage was I consulted about what was going on with the practice. Ray Brush who is here, 
when we left the place he said 'flow did it go?' so I spewed things out for about the next half 
hour and he gave me a sympathetic car he said 'Unrortunatcly it happens. A lot of first year 
outs end up in situations like that ;md it's so terrible that they will often just simply leave the 
profession altogether' and I think it's terribly wrong, but I was and still am rather spewing 
really that at no stage was I sal down and asked whal's going on, by the headmaster, the 
teachef herself, the supervisor who was out there at the time, and D11vid Carew who was 
h~~ding the whole thing. When we arrived hack David said 'I'd like to talk to you. There's 
actually big problems at the school.' So I came in to sec him. Basically his response was 
'Well, you survived. you know, you passed' and !thought 'Well, shit, that's just not good 
enough.' And it's the same philosophy here with the prac department. They tell us 'Don't 
ring me up with a personality connie!. I don't want to hear about. Sit down and try and 
resolve the problem first. Don't come tome and tell me you hate the teacher. It just won't 
wash.' And I thought 'Thanks very much'," 
Craig's experience with his last practicum teacher made him wary of his supervising teacher 
for ATP. "The teacher that I have, I believe, has the potential to he the same, but I'm still sort 
of smarting a bit from the last one. But in the event that that docs occur, I'm much better 
equipped to handle il and I'm not going to gel us reactive. I've virtually made up my mind 
that my teacher's going to be no help whatsoever, which I highly suspect is the case, and if 
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so well that's line, that's her, 1'11 just have do what I can and not get all shitty about it. The 
teacher that! have, it's very difficult to get a smile out of her although it has started to 
happen. And there has been some interesting little things occur so far, lack of her smiles for a 
.start, but .she docs that with the students anyw.ny. She is a completely different person to me, 
but I am thinking more than anything that will actually make the situation work. She's loud 
and aggressive. So as far as any feminine qualities thatllike in females she doesn't have any 
of them. And she's got my area as far :1way as is physically possible to be in the room. So 
my sort of attitude is 'She's feeling u bit threatened' and I can understand that. So I'm 
extremely mindful of that and I'm going to do my best to make sure she feels like she's got 
control of the class. There's no reason to become pally with her. So my intention's to keep it 
purely professional." 
After the first week of ATP, Craig • s initial comments about his teacher were positive. "As far 
as my actual teacher is concernd, she's warming up. She's quite, she's not cold, but sort of 
indifferent really. She has made some positive comments and the more I think about the 
positive comments that she's made and the perhaps more constructive as opposed to the 
'you've done really well' that sort of positive comment, but she's given me a free reign and 
when 1 consider that she has spent most of the time out of the cl:1ss while I've been teaching, 
that's a huge compliment to me. Now if I was doing really badly there's no way she'd leave 
the room and she leflme with the class for the whole afternoon. That was just a spin out. J 
loved it." 
As the interview continued, however, a different picture began to emerge. "I'm still a little hit 
wary of the teacher. There have been no problems but the interaction between us isn't great. 
As I was saying before I think it's just the sort of person that she is ... I was actually very 
concerned with her on day one to the extent that I think she shouts and screams far too much 
and she's got a very loud voice which aggravates me regardless of whether it's a male or a 
female and she hardly ever smiles with the kids. But as the week's progressed, she seems to 
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be more relaxed with the kids, ;md smiling a lot more and having a bit of fun with them as 
well. But she's much harsher on the kids thnn I would be." 
Later Craig commented ''There's a bit of 1.1 hang over from the remote thing so that dropped 
my confidence enormously and made me very wary of teachers like that particular one and I 
sc~ a hit coming out of the teacher I have as well so, yes, I'm nervous about hoping that she 
doesn't take some particular disliking for whatever reason that might be." 
I commented that the last praclicum had had a lasting impact on him. To which Craig 
responded "Quite a bad one to be perfectly honest. And more than likely that will stay with 
me and that has altered how I communicate with people. I'm bcir1g very l'arcful about what I 
say and delib~ratcly going about acting as professional as I possibly can ar.d once l'm happy 
and have started to trust the people I'll relax more with respect to that. Yeah, I certainly 
would have preferred not to go through that experience." Purther on, in discussing heing 
observed in the classroom, Craig commented "I'm actually not that fearful of them, I think 
because of the degree of discomfort I have with Katrin, I've no qualms almut the headmaster 
coming in or the deputy headmaster. They're really lovely people. I'll be quite relaxed with 
them and I think by comparison the supervisor will probably be the same." I was beginning 
to feel concerned uboutthc feelings of discomfort Craig was experiencing with his teacher, 
and this concern increased after Craig shared some general comments from the teacher. .. I 
think she wr.nts out of it. So knowing those things that sort of helps explain her behaviour, 
but it docs make me feel uncomfortable nnd that really is where all of my nervousness is 
coming from, is her. If she turns nasty I could be in all sorts of trouble and when I think 
about my past experience with someone turning nasty, I really don't want to go through thut 
again. So a fair bit of anxiety is coming from that quarter and then just my feelings of 
inadequacy with programming and putting lessons together. Creative ideas and those sort of 
things. As I do each lesson I think 'why am I gelling all tense about? It's okay. It was all 
right.' So that all relates a hit." 
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By this time, I was in turmoil. Craig had seemed tense when he arrived and his tension had 
seemed to increase as the interview had proceeded. Craig was obviously struggling with the 
similarities he perceived between his supervising teacher for ATP and the supervising teacher 
for his previous practicum and this appeared, to me, to be impacting on his ability to cope 
with all the usual tensions he, like most student teachers, was experiencing at the beginning 
of ATP6 • I knew that, as far as he was concerned, the Practicum Department weren't 
interested in providing support for a student teacher struggling with these issues. His past 
practicurn experience was, at best, coloring his view of his supervising teacher and affecting 
his ability to work with her. l-Ie may have been unlucky enough to have scored another less-
than-satisfactory supervising teacher or maybe his life long aversion to getting a qualification 
was raising its head. I knew I was not a counsellor, but, unlike Craig, I knew there was 
support and counselling available for student teachers in his situation. 
The question I faced was 'as a researcher, what do I do?' 7 My positivist-empirical-scientific 
self said 'this is your data. You don't influence your data. If he self-destructs, that's a part of 
your research. You don't intervene.' My more humane self said 'you can't stand by and 
watch a nice guy like this self-destruct! Let him know that he could talk it through with a 
counsellor.' Another self struggled with 'ifl say something. will he find that even more 
fi Craig commented, on reading this ch11pter, that at this stngc he was also having very strong doubts ubout 
whether he was wanting to teach (a usuut tension in the ATP'!). 
7 Craig commented thutrny quietlless nt this stage hud made the situation seem even worse to him and had 
mude him feel even more anxious at the end of the interview. l-Ie thought that if I hml suggested he tntk with 
someone he would have pruhably responded "No, I'll get though this. I don't need someone" hut he also said 
he may have asked me ifl could suggest someone, In himl.~ightl would have served Craig and myself better if 
1 had been more open about my concerns, 
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disconcerting? Will he think it's even worse than he thinks already because the researcher 
thinks he needs to sec a counsellor?' How docs one find an answer to these dilemmas in the 
'hot action' of an interview situation? Silence won, but, over the fOllowing weeks, I 
struggled with having chosen silence. Would Cmig survive to the third interview? 
He did. 
Although never close, Craig's relationship with his supervising teacher, Katrin, had survived 
the earry~ovcr effect from his previous practicum. "I've got to please Katrin. But she's a hell 
of a lot easier to please than I think she is. So any sort of sense of that paranoia is all self 
inflicted. She has actually ended ur being a great ally. Not that we chat much. I've asked her 
questions, I've asked her 'Am I failing?' and she says 'Dnn't be stupid', says things like 
that. And she leaves the room for most of the time and is quite happy with how I'm going ... 
We don't chat. We don't talk to each other at recess or lunch time. We don't talk before 
school, but she smiles quite nicely. But as far as getting on with her is concerned it's 
obviously there because she's said things like 'No, you're not failing' and 'That went well.' 
and all her written comments were good." 
Apart from Katrin's reassurance, one particular incident seemed to prove to Craig that Katrin 
was an ally and not an enemy. "Apparently, well, I've been misquoted already at the school 
where I'm supposed to have said 'I get really pissed off when teachers come into my 
classroom.' I know I said it to someone, but I can't for the life of me think who, I've 
commented 'What a pain in the arse it is, all these bloody interruptions all the time. How docs 
anything get done?' And it is phenomenal the inter111ptions. We arc going to churn out these 
people who arc supposed to go into the work force who don't know anything. There's this 
and that and the other thing nnd broadcasts and God knows what. Anyway, ~o that got 
converted from that to 'I get really pissed off with teachers who come into the classroom'. 
And as I said to Katrin 'That's quite amai'.ing because no teachers have ever been into my 
classroom'. Anyway nothing was further from the truth, but she certainly proved herself to 
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be an ally and through this we were obviously getting along when she said 'Look Craig, you 
really have to be careful what you say. You know you've hccn quoted as saying this.' And I 
said '1 didn't say thal.' And she said 'Yeah, there arc people here who arc not what they seem 
to be. Be very, very careful what you say.' ... And she came up to me on the Monday and 
said 'Oh, I've been thinking about it on the weekend and I really wondered if I should have 
said to you what I did.' And 1 said 'I am that appreciative that you said that to me. I have this 
strange sense of humour where I usc shock and contrast and it gets me into trouble. Its a 
family thing. I've grown up with it and I usc il. No, you've done me a great service.' So 
through that I know she's an ally." 
At the last interview, Craig recognised that the baggage he had carried into the ATP had been 
a big weight to overcome. "Yeah. To say the least, and even to the last day, I was ever 
cautious of Katrin and other teachers in the school for that matter, thinking to myself 'You 
never know when they might turn.' And towards the end of the prac, I think it was the 
second last week of the prac, we went on a zoo trip and I asked my brother to come along 
and he met my teacher and he said 'Shit,' he says 'I sec what you mean.' I said 'Yeah, well, 
this is what I 'vc had to put up with.' She was a friend and out to help me, but she was very 
indifferent as well. We ended up chatting and she would say things to me that if I was a nasty 
sort of character I could have got her into all sorts of trouble. But at the same time it was a bit 
odd. Yeah, quite a hard sort of character.'' 
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CHAPTER 7 
FINDINGS AND RECOMMENDATIONS 
Personal experience, the knowledge and experience a teacher has had communicated to them 
by others, and the personal values and ideals that they aspire to all contribute to making up 
that unique belief system, the practical theory, which guides the teacher's personal teaching 
practice (Handa! & L.:mvas, \987, p. 9). Prcscrvicc or student teachers also bring to their 
teaching practice their own unique practical theory. While working with and supervising 
student teachers on their practicum, I had become intrigued by the changes in the student 
teachers as a result of their experience of their practicum, especially their extended practicum. 
How were student teachers learning about teaching while on their extended practieum? How 
was the extended practicum impacting on the student teachers' practical theories about 
teaching and how did the student teachers themselves interpret such changes? To answer 
these questions, I needed to 'get inside the student teachers' heads', to find some way to 
explore their beliefs and their understanding of their experiences. I chose to usc narrative 
research because it seemed an appropriate method to usc for this particular study and because 
of the growing interest by researchers in using stories and narratives to explore a teacher's 
beliefs and experiences (sec, for example, Carter, 1993; Beattie, 1995; Casey, 1995; 
Clandinin, & Connelly, 1996). 
This chapter presents the findings and recommendations that emerge from this study and then 
reflects on narrative research as a methodology. In closing my thesis, I write an open letter to 
student teachers, those for whom this work was originally intended. 
The research questions which initially guided my study arc: 
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• How do student teachers learn about teaching on their extended practieum, the Assistant 
Teacher Programme, locally known as the ATP? 
• In what ways docs the ATP impact on the practical theory of students? 
• How docs a student teacher's experience and interpretation of critical incidents in their 
ATP impact on their practical theory of teaching? 
• To what factors do student teachers attribute changes in their practicul theory? 
The methodology for this study allowed for those issues which were of greatest concern to 
the student teachers to come to the fore. As a result, some conclusions arose which were not 
an initial focus of the research questions. 
While my initial audience for this study was future student teachers facing the ATP, 
providing the facully of Education with information so that the ATP could be improved for 
the benefit of the student teachers' learning about teaching was an import:.lnt consideration in 
the study. In the course of the study the participants made clear that there were important 
aspec.:ts of the ATP which needed to be addressed and a common sentiment which was 
expressed by the participants was the hope that this study would lead to an improvement in 
the ATP for future student teachers. Because of what the student teachers were sharing with 
me, I became aware of a need to shift my thinking to seeing the Faculty of Education as my 
primary audience. As a result of this shift, my final chapter is directed to the f<aculty of 
Education as a primmy audience. Nevertheless, future student teachers arc still close to my 
heart and it is to them that I write my final comments. 
What can be learned from the experiences of Jodie, Christina, John, Cdm~ ;u1.l Craig on their 
extended practicum? 
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Learning about teaching - critical incidents 
Part of learning from the experience of the ATP was learning from the challenging, the 
unexpected, and the unusual. Jodie, .John and Christina were exposed to some of the broader 
issues surrounding teaching through situations they faced on their ATP. Jodie's exposure to 
special needs children in the year one class she bad been allocated to, in the special needs 
class in which she taught on the Monday al"lcrnoon, and in the playground provided the 
impetus for Jodie to examine the complexity surrounding the issue of mainstrcaming special 
needs children in the regular school and classroom. The struggle John had with his 
relationship with his supervising teacher exposed John to some of the difficulties and 
dilemmas associated with maintaining professional relationships in teaching. With her 
.supervising teacher absent, Christina was challenged to draw from her own personal 
experience when the mother of one of her students and a child from the school died suddenly 
and tragically in the same week and Christina had to explain this to her class. Such situations 
arc representative of the types of critical incidents that cause student tenchers, and experienced 
teachers, to stop and cxmnine both their teaching practice and the practical theories, which 
drive their teaching practice. Jodie, John and Christina did not emerge from their ATP 
experience with clear cut answers to the difficulties and dilemmas they encountered, but they 
had gained greater insight into some of the complexities and ambiguities surrounding issues 
which arise in the teaching profession. 
Critical incidents and situations challenge us with the practical theory which lies behind 
teaching practice. Jodie, Christina and John were each confronted with a critical incident or 
situation that challenged and forced them to examine some or the broad issues which teaching 
professionals face. For Christina and John, the si!Uatinns they were challenged hy arose as a 
resull of events or circumstances beyond their control. Jodie had been allocated to a school 
with a special needs unit, and each of the ATP student teachers allocated to the school had 
been assigned by the principal to a class different f1\m1 their main class for one afternoon a 
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week. Jodie had not specialised in children with special needs but had, in the luck of the 
draw, been allocated to the special needs class. 
What arc the implications of this finding? Challenging situations were the ones that created 
the greater opportunity for learning about teaching for Christina, John and Jodie. While 
events and circumstances occur which arc beyond the control of all involved in the practicum 
experience, some situations can be 'set up'. Jodie's experience was an example of how this 
could be done by the principal. Alternatively, student teachers could be proactive in choosing 
practicum placements that contrast with those school situations they have already experienced 
in their own schooling and in other practicums. 
The impact of assessment 
As Jodie and Christina came to terms with and accepted that they would not be recommended 
for Outstanding, the focus of their teaching moved from being a performance for assessment 
to what the children themselves were nctually learning. For Celine performing for the 
assessment continued to the very end of the ATP as she sought to gnin an Outst:Jnding mark. 
Although Cclinc was "annoyed and so angry hecause it's not about going out to impress 
someone on your ATP", nevertheless she stated "all your work you do is just for the 
assessment, whether you're going to get a good mark or not." There was not the clear switch 
to thinking about the learning of the children in the same way as occurred for Jodie and 
Christina. So, whereas Ccline acts on her supervising teacher's recommendation to write a 
programme fur the teacher's aide to teach the remedial children in order to enhance her 
assessment outcome, Christina, prompted by wanting to "help those kids who arc falling 
behind", took the initiative and volunteered to do a programme for the ESL children in the 
elas."> to help them progress and then taught the ESL children herself. For Christina and Jodie, 
moving beyond their concern with the assessment meant they were more conscious of 
thinking about the learning ofthc children and so more cor:sciously <~blc to test out and 
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confirm or change their practical theory. Being recommended for an Outstanding, Cclinc 
remained primarily focused on her performance in teaching rather than on the children's 
learning. 
The stories of Jodie, Christina and Ccline provide a challenge to the I 'm.:ulty of I :ducation. 
Barry and King ( 1989) have observed "in order to teach effectively, teachers need to know 
how pupils learn" (p. xii). Once assessment was sidelined, Jodie :md Christina focused on 
the children and what to d<) t<) facilitate the learning of the chil<lrcn in thcir ci:J:-.:-.cs. This shift 
did not occur for Cclinc who, having been recommended for Out:-.t:mding, remained focused 
on her performance as a teacher and did not make a similar shirt to t(JCu:-.in~ on thc learning of 
the children. 
The question of what the assessment is actually assessing needs to he considen.:d hy the 
Faculty of Education. Is the current assessment focusing :m the tcchnic:d :-.kills of teaching, 
as demonstrated hy a good performance, rather tlwn on the learning of the .... tudcnt teacher 
which encompasses the ability to think rcJkcti\'cly and critically a\ \~-ell :Js the ability to 
perform? The present assessment sy .... tcm, in the ca"cs of Ccl inc. ,l(1dic and C'hri"t ina, graded 
the student teacher who produced a ~m1d pcrfornwncc for the <JS\C\slllent a" Onl\tanding and 
the student teachers who focused on the learning going on in the dassroorn a:-. llighly 
Competent. Is the current assessment encouraging student tcad~~·r:-. to focus on tl'l'hnical 
skills to the exclusion of rcl1cctivc practice'! Docs it encourage qutknt te:Kiu:r.., to lit into, 
rather than think ahout or criticise, current pallcrns and practice:-. in cduc<Jtion·.1 The htculty 
seems to have moved towards the ll}(lfC collahorat ivc. rclkctJvc nH Hlds (Jf teacl1rr education 
without making a similar shift wit II it" a"scs"llll~nt. 'l\1 rhan~e !he <J'-Sl'"Sllll'lll [(1 <J til( Ire 
collahorativc, rellcctivc model will require the Faculty to rcllcct on and ;u.hlres..., the 
implications of such a move when the current ~ovcrnment is cmpJw..,isin~~ romp,·kncy based 
models of teaching practice. The !'acuity will also need to rclkrt on the more h~cal issues of 
the changing power relations such a move entails for all parties inmlvcd in tht· practicum. 
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The participant'\ of this study found the opportunity to talk about their expcricn<.:cs in the non-
assessment context of the interviews helpful. One participant commented in the early stages 
of one interview "well, I'm going to get i: all off my chest. It's like therapy here. Let me lie 
back" and finished the interview with "I feel much better now. Thank you doctor. Pay my 
$80 now?" The only complaint ahoutthc interviewing process I received was Ji·om another 
participant who thought I "should have a couch'' as the participant had appreciated the 
therapeutic value of the interviews! Perhaps such comments point to the need f(JJ" student 
teachers to have someone outside the assessment context to talk with and 'unpack' their 
experiences. Providing opp011unities which encourage a greater f(lCUs on the lec1rning 
occurring in the classroom for both the student teacher and the children c\mld be explored. 
Peer support groups and/or a change in focus of the university Sllpcrvis(lr fron1 assessor to 
mentor arc possihlc ways for this to he achieved. J!recing up time during the period oft he 
ATP for student teachers to meet in groups may he one way to take this further. Structuring 
time for reflection in the practicum conv~ys "the important message that student teachers arc 
there to learn and think not just teach" (Dobbins, I 994, p. 352). Student teachers could meet 
with those of their peers allocated to the lm:al area or return to the university to meet with their 
tutorial groups. University supervisors could then consult with student teachers, allowing 
time for debriefing and for discussion related to what they were learning. Such activities 
could help in the development and restructuring of the pwcticalthcories of the student 
teachers as well as providing opportunity for exploring the clmllenges posed :~s the student 
teachers' pllst experience, prior knowledge and current context interact. 
A student teacher could he responsible for producing a student portfolio in which they 
demonstrate their learning as a result of their practicum experience (sec, for example, a study 
by Antonek, McCormick, & Donato, 1997, in which portfolios were used by two prcservice 
teachers as a means of forming their identities as novice teachers). Christina could include her 
experiences and examples of her learning from such things as cxplilining the concepts of 
Page 90 
I 
death and dying to her class as u result of a parent and a child dying. Drawing on his 
experience, John could reflect on issues associated with professional relationships in the 
school context. Jodie could include her developing understanding of the issue of 
mainstrcaming. Such an approach may encourage student teachers lo actively place 
themselves in more chullcnging situations by encouraging them to look <.11 their own 
experiences and needs and enabling thcn1 to plan their pructicum experiences with these in 
mind. Dobbins ( 1994. p. 383) recommends encouraging student I em: hers to he more uctivcly 
involved in their own learning while on the practicum. A student tc<1chcr wishing to 
eventually teach in a school servicing a sodo-cconomically disadvantaged ttrca could choose a 
variety of PSP schools hut also a school in a high socio-economic mea to gain a greater 
appreciation of the differences in the schools. The remote practicum provides for one variety 
of country experience for a student tc<~chcr considering country te:~ching :~sa preferred 
option. Perhaps this could 'x! extended to include a practicum in a small country, a large 
regional town or the School of the Air. Developing a portfolio can !!ive student teachers 
greater control over their own profcssitlnal development. It alstl prllVides student teachers 
with a tool which they can usc to display their learning to prospective employers, thus 
reducing some of the impact of assess men!. 
The baggage student teachers carry 
Craig's story raised the whole issue of the powerfulness of the past experience of a student 
teacher. As a mature age student, Craig hrought a wide variety of experiences with him into 
his teacher education course. While one might think that such experience would hroaden a 
student teacher's practical theory, in his final practieum, the ATP, Craig's own experiences 
as a student in school were more important in terms of their impact on his practical theory and 
his teaching practice than anything he had lc<1rncd at university. Cmig's story shows how 
strong the beliefs and practices of a student teacher can be and how strongly such beliefs filter 
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experience to confirm the pre-existing beliefs about teaching of the student teacher. While 
resistance to change is compounded if there is no viable alternative to one's current practice, 
Craig, an honours student, was able to talk about and practice alternative.~ he had learned 
while at university. Such experimentation did not change Craig's practical theory but acted ali 
proof for Craig that the way he had been taught as a child was still the heller alternative. It is 
paradoxical that, as a school student, Craig had resisted the very methods which he decided 
were most appropriate. 
How much the example of the teaching and management style of Katrin, Craig's teacher, 
impacted on Craig's practical theory is difficult to determine lhnn this study. We do know 
that the relationship with the supervising teacher and the university supervisor forms one 
means by which the practical theory is acquired (Beach & Pearson. 1996, p. I). Craig came 
into the pmcticum with mixed feelings about hi.~ teHch ing style, preferring 'ch:.tlk and talk', 
thinking 'chalk and talk' was bellcr than the university model :md yet wanting lo change. 
Despite wanting to change, Craig !inishcd the practicum convinced !hat 'chalk and talk' was 
the best way to teach. Craig recognised the influence of his past expcriem:c as a student in a 
classroom in leading to this conclusion. lie docs not mention Katrin's teaching style as an 
influence. Craig docs give u picture of Katrin' s classroom manag.cmcnt style Hml this docs 
seem to have influenced Craig's classroom management :;tyle. lniti:dly, Craig Wi!S not 
impressed by Katrin's classroom management :;tylc. In the first week, Craig, finding himself 
"shouting and screaming like Katrin was" and gelling aggravated :md twisted up as a result, 
introduced a quieter style of clas.~roorn management which worked well and with which he 
felt comfortable. l-Ie also told storic..; which highlighted "the hr-m1ty of t'nc kids" and showed 
he identified with the more troublesome children. 1-lalfway through the practicum, Craig 
showed a significant shift in attitude. lie was giving children "a dressing down in front of the 
others", throwing their work in the bin, and thinking of them as "What arc you some kind of 
dumb dog or something?" Was the shift a result of Craig being innucnccd by the management 
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style of the supervising teacher or was it a rcsull of the stress of extended exposure to young 
students? 
Craig's story also raises the problem of student teachers trying to de:~ I wi!h unresolved issues 
from their past experience with little cxtcmal supporlN. In Craig's ct~sc, the unresolved issue 
of his unsatisfactory relationship with his supervising teacher on his previous practicum had a 
stressful impact for Craig in the initial weeks of the ATP, a period which is generally 
stressful enough for student teachers without carrying excess bagg;~gc along. 
Craig's story makes clear the impact the past experience of student teachers can have on their 
learning during the practicum and on their pmcticalthcory. Rcscarl'h has shown that people 
lend to resist changing their beliefs and practice (Dcsforgcs. I tJtJ5). Even with an initial desire 
to teach differently and a knowledge of' alternative methods. Craig I tad reverted to the models 
of teaching he had experienced as a school student. 
K Craig perceived a lack of support from the univer,<;ity in den ling with hi.~ ncgiltivc expcricnrcs (ll\ his remote 
praclicum. While such support docs exist, Cruig was unaware of what was avui!~tble or hnw lo access the 
support he needed to 'dchricl' him after his experience. No help h<ul hccn ~ivento Cruig by those he had 
spoken with. Craig had round no one whn was prepared to ustcn cfrcctivcly. lil'en I had faikd him in the 
second interview hy not suggesting he speak with one of the university counsellors. John alsn talked about 
wanting to discuss the .~Jtuation he h.td found himself in with .'iOJnconc at the university. lie had considered 
approaching one lecturer hut hud linally decided ll{)t to l'lCCausc "I had this visiunthnt there would be this 
whole line of ATP ~tudents lined up out.~ide I his! room" (John, Interview:\). Student teachers need to be aware 
of the counselling and support services available to them as well as the times when it is appropriate to accc.~s 
these. 
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Reflections on narrative research as a methodology 
Reflecting on my own understanding of narrutivc research (sec Chapter 2), I wondered how 
to judge the successful usc of narrulivc as a research methodology. Gray ( 1996) proposes 
four criteria: 
Have I as the author gained some sclf-undcrstnnding'! ll;1s the nurrutivc 
form as a methodology allowed hoth myself (the rcscan:bcr) and the 
reader to capture and communicate aspects of humun experience that 
may have been hcyond the reach of more conventional rc.~carch 
methods? Did the characters (participant.~) hccomc Sclws for the 
reader, and were the actions of these Selves consistent with their 
cultural environment? And finally, was the story sufficiently 
"Believable" to allow an:hctypal features to hcconw visihlc, allowing 
the reader to make tho; transition from specific to general? (p. 4H) 
To some extent, I have used these criteria to frame my own response to the usc of narrative 
research as a methodology for this .~tudy. 
Self-understanding !-.ccms to he an understatement for the learning which I experienced 
during this study, an impact I attribute to using narrative research as a methodology. As a 
researcher I wa~ using narrative to explore the heliciS and experiences of student teachers. By 
using narrative research, I was also exploring my own hclicfs and experiences. The dilemmac,; 
I faced in Craig's story hint at some of the struggles I experienced with my own values and 
ideals as a researcher and as a person. I found it interesting to observe the inter-relationship 
between my study and my personal life and the consequent changes in myself as a person and 
in my understandin~ of the world as they have integrated. 
As well as a greater understanding of myself, I have gained a greater understanding of the 
research process. On the day I applied to enter the Master of Education programme at Edith 
Cowan University, I wrote down the personal aims and objectives I wished to achieve in 
completing this degree. One objective was 'to continue to develop critical thinking skills in 
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order to view knowledge in new ways'. At that stage, I had not heard of narrative research. 
Yet in choosing narrative as my research methodology I huve come to view knowledge in 
new ways and to have a greater appreciation of different ways of knowing. 
The experience of being a ~tudent teacher on un extended practicum has changed since I was a 
student teacher. Through this study. I have gained a greater insight into what it is like to be a 
student teacher on an extended practicum today. When I did my initial teaching degree, every 
graduate was assured of a teaching position when they graduated. '11le extended practicum 
was an enjoyable highlight of the teacher education programme. Today, assessment for the 
extended practicum has a direct irnpm.:t on their employment oppm1unitics :111d, 11s this study 
has shown, an impact on the learning of the student teacher while on the prm.:til'um. 
Through the recounting ol the stories of student teachers on an extended practicum, the reader 
and I arc able to modify and reconstruct our own knowledge based on their experience. 
Craig's first response to me after reading his chapter was "when the others read this, they 
will say 'shit, that sounds just like hlomly Craig'." Later he said "I've learned more [from 
reading this)." He could sec how his reactive side had emerged and commented that he would 
work at bringing out the softer side of his nature. 
My intention was to open a window on the experience of being a student teacher. I wanted to 
construct my narrative so that the reader would identify with the participants and so gain an 
appreciation of what it is like to he a studcnttcaeher on an extended practieum. Did the 
participants become authentic people for the reader? Did the reader identify with the 
participants? Did the reader wonder how they would have explained death and dying to a 
class of year 2 children as they read Christina's story, or wonder how they would deal with 
the dilemma of not relating with their supervising teacher as they read John's story? Did 
Craig's story make the reader stop and realise how much their own past experience impacts 
on their beliefs about teaching? If only one story made the reader stop and think about how 
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they would have handled a situation themselves or made them reconsider their own beliefs 
about teaching, I think this study would have been successful. 
The narratives were indicative of the types of experiences some student teachers encountered 
on an extended practicum. As I recounted some of the stories to significant others interested 
in my research they provoked interest and concern. The listener would make judgements and 
would ortcn tell their own stories of incidents or sitlmtions of a similar nature tu the ones I 
had shared. The contribution which such discussions about the student teachers has made to 
the resolve of academics aware of my study to II)' to get the assessment changed is one 
indication of the transition from the specific to the generaL Comments from Ccline also 
indicate the transition from specific to general. Cclinc commented that as she read her 
narratives her response had heen "that's .iust what it's like" and thought that "student teachers 
would benefit from it, just to know others think the ~a me things." 
According to Gray's criteria, taken together, I believe that this study has proven to be a 
successful usc of narrative as a research methodology. However, a significant part of my 
own understanding of narrative is its political nature, a criteria not addressed by Gray. In the 
face of the forces of authoritarianism :1nd depreciation, narratives dare to ann(JtJnce that 'we 
arc'. Narratives have political agendas. By using narrative, I was able to make the political 
statements which, for me and for the participants, hccamc an important part ot this sludy.l 
had to reconstruct my relationship with the participants in the research. I chose to align 
myself with the student teachers and, through narrative, say that student teachers, allhough 
on the bottom or the power ladder, an.~ there and their experiences arc important. Through the 
telling of the student teachers' narratives, something or the culture and identity or student 
teachers on an extended practicum can he known by those who arc on the outside and who 
arc often in a hcuer position to make the changes needed to improve the situations of those at 
the lower end of power relations. By using narmtive, I have attempted to contribute to the 
body of knowledge regarding teacher education and to suggest ways in which the Faculty 
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could improve practice for the benefit of student teachers on an extended practicum.l would 
therefore suggest that another critcriu for judging the successful usc of narrative as a research 
methodology is the question: Has the narrative exposed the political nature and complexity of 
the context and circumstances of the participants and in so doing challenged the power 
relations or structures which define and control them'! 
Page 97 
I 
I 
Epilogue 
Dear student teacher, 
An extended practicum is a scary and exciting experience to prepare for. I find the experience 
of others invaluable in making sense of my own experiences and I find it reassuring to know 
that others have had similar reactions and responses to situations that arc new to me. In doing 
this study,! wanted to share the experiences of student teachers as they proceeded through 
their extended practicum (the Assist<mi Teacher Progrnmmc, or ATP), so that you can learn 
from those who have 'gone before'. What can you learn from the cxpcricm:cs or Jodie, 
Christina, John. Cclinc and Craig'! 
Part of learning from the experience of the extended practicum for these student teachers was 
learning from the challenging, the unexpected and the unusual. Jodie was confronted with the 
issue of mainstreaming and dealing with special needs children in her class, in the playground 
and in their own class. Christina was confronted with having to explain to her class the 
unexpected and tragic deaths of the mother of one of her students and a child from the school 
without the support of her teacher or another memhcr of the staff. John had to deal with the 
breakdown in communication between himself and his supervising teacher. E:tch of these 
situations became critical incidents for these students. causing them to examine their reactions 
and their teaching and to learn from their experiences. You arc likely to he confronted with 
the challenging, the unexpected and the unusual, even if in only small ways. Take time to 
stop and rcncct upon these types of events as they happen to you. You may also find it 
helpful to look carefully at the incidents in this thesis which faced Jodie, John and Christina 
for what they can tell you ubout yourself and your teaching. 
Each of the participants in this study had to come to Lcrms with their personal Hims for their 
ao;;o;cssmcnt. Only Cclinc had been recommended for and bad received an Outstanding. Jodie, 
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John and Christina had hccn expected to he recommended for an Outstanding hut were not. 
Craig was hoping for a pass and was hoth relieved and happy to receive a Competent. For 
Cclinc "from the hcginning, Outstanding was never, I wasn't going for Outstanding, I was 
going for Highly Competent", and in the end she thought getting Outstanding was very much 
a case of"thc luck of the draw." Jodie's adv1cc was to "forget ahnut the grmlc, _just make the 
most of the experience'' and Christina, in a similar vein advised "don't strive for the mark 
because you never know what's going to happen. Just strive for pcrson:.1l sun:ess. And to 
realise that this is what you want to do and have fun and try and enjoy it as much as you can 
bcnmsc when you do, you just get so much more out of it." John also would remind you that 
"the big picture is you being a great teacher. the best teacher you can he and ten weeks isn't 
long enough time to make you that tcm:hcr and an Outstanding student teacher isn't an 
Outstanding teacher. You still have to go on. You don't stop there.'' 
The relationship you have with each of your practicum supervising teachers is important, but 
the relationship with your ATP supervising teacher is probably the most important because of 
the extended exposure to their teaching practice and because of the rami fica! ions for your 
future employment opportunities . .John's and Jodie's stories show that interpersonal 
problems and challenges c<m <x:cur with the supervising te<tcher or with the university 
supervisor. John could have chosen to opt out of his placement and defer to another year with 
the hope of gelling a more compatible teacher. lie chose to stay and try to work through the 
difficulties he was experiencing. Jodie's advice to future student teachers on an extended 
praeticum was "know what you want from it and then be ... assertive", advice given in the 
context of her frustration with the lack of fccdbnck ,o.;he received in her practicttm. Jodie could 
reasonably expect her university supervisor to discuss her lessons with her and would have 
been quite reasonable in asking for more attention from her university supervisor or drawing 
the problem to the attention of the Practicum Dcpmtment. On reflection, Jodie realised she 
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needed to be more assertive, a Jesson she can take with her into her future teaching, hut a 
lesson you can learn from her experience. 
Craig's story raises the whole is~uc of what you will bring to your teaching und the usc you 
will make of it in informing your teaching anti who you arc as a teacher. Your personal 
experience, the knowledge and experience you have h:td communicated to you by others, and 
the personal values and ideals that ym• aspire to all contribute to making up that unique belief 
system which guides your pcrson:.JI tc;.•ching practice. 
As a mature ugc student, Craig hrought <1 wide variety or cxpcrictJccs with him into his 
teacher education course. You miglu think that such experience would broaden (lnc's practical 
theory and yet, in his extended practicum, Craig reverted to the model of leaching he had 
encountered as a school student despite the fa~:t that his experience as a learner in that 
environment should have pointed him to a di ffcrcnt way. Be aware of the impact of your past 
experiences and make a conscious effort to he more reflective ahout your experiences in order 
to gain more from your practicum. Exploring your past experiences hy yourself using journal 
writing or forming a pair or small group with your peers arc two ways to do this. Craig, 
Jodie, Ccline and John had contact with each other throughout their extended practicum. 
They were able to provide e11ch other with moral support as well as practical ideas and 
suggestions. Forming such a group can he invaluable to you for the same reasons. A group 
with student teachers who arc allocated to the same or similar years as yourself may be 
particularly helpful. 
In the last interview with each of the participants, I asked them what they would want to pass 
on from their own experience of an extended pmcticum to future student teachers. I have 
already mentioned Jodie's advice. 
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Craig's advice was very pragmatic: 
I would be telling them ... find out as soon as they possibly can what 
year they're teaching. then collect as many ideas ... on activities for 
kids, collect as many resources as they possibly can during that tinll' 
for art, start working on an idea for an excursion, start working on an 
idea for usscmhly ... start programming as soon as they possibly c;m, 
gelling familiar with what it is they're going to he teaching the kid.~. 
and try to get as familiar with tlw n:sourccs in the .~chool ... 
Knowing where the resources were in the school and what wus actually av:.tilahlc was a 
common problem for all the student tcnchcrs in this study so make a point of asking your 
supervising teacher what is uvailahlc in the school. 
John's advice reflected his own ways of dealing with the dirticult situation he fm:ed: 
get all the great comments thai you get from your two week pracs and 
have them all out on the ready. Just have them in an emergency hox 
for when you get home from school one day and you need that ... 
don'tlose sight of the hig picture. Don't lose sight of what it's all 
about and what the ATP is ... You have to relax ... You have to 
socialise ... at least do something where you arc interacting with 
some people, and other people who aren't in your ATP, who aren't 
students, who aren't doing ATP. 
John found those things that worked as stress busters for himself as he faced :m incompatible 
professional relationship. Be aware of the ways you can relieve some of the stress you arc 
likely to face. 
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Although Christina found "the first fuur weeks Wf'rc hell", she did lind that the situation did 
become a lot more manageable mul her otdvit.:c w;ts: 
if you put in the worJ.. in the fir~! four wt·cks you don't have to do :.ts 
much in the la~t f!..'w Wl't'k .... I tm·;m thmc fir~t four wccb wcn• just so 
hard hcc;nJ.~e you'rt· P,l'llin~ u~cd to evcryday, but after that, after 
you've done your progratmnc), hL-caU,\' tim!'' thc hanlc~t thing, ... 
then it gels heaps t'ot.,icr hct·at: ... l' you'w dorw alltlw work and it's 
yours, it's your stuff.. .. I'd .. ay it", hard. It'' lots of work. But if you 
put in thL' work you'll get tiH' rewards .. lk rt:.\jmn~ihk for your own 
acti<llls. 
Knowing your personal goals, working within the constraints of your own personal 
situation, and dealing with stress were cummnnthcmcs in the mlvil'c each of the participants 
wanted to share with future ATP stmknts. Ccline sununcd up her advice as: 
I would <.;ay 'Don't stress out about 11. It i~n't a~ had. or minl' wa~n't as 
had, as everyone thought tl would he. Be organi~ed. t\C<:cpt all the 
advice and the l'fitkism you can get.' I think 'don't stn·ss out' would 
be the main thing ... You need to work and you need ltl .~ec people ... 
work with the ~ituation ynu'rl' in. You can't harp on it and think 'I've 
got a horrible teachn and J'w got this.' h will prohahly happen for a 
week <lf so, like the supl·rvi~ur I got ... Do what you think i.~ he.<>! for 
you. I suppose as well you have to work out what your goal is fnr the 
whole thing, whcthct it'~ survival ... You work out what your aim is. 
You may be wondering what happened to Jodie, Christina. John. Cclinc and Craig. Jodie, 
Christina, Craig, and Celinc, have decided to return to university to upgrade their 
qualification to a Bachelor of Education. Both .Jodie and Christina have found part-time 
teaching positions. Craig and Cclinc have made themselves available fur relief teaching while 
they study. John, despite his concerns about hts assessment impacting on his employment 
opportunities, was offered and accepted a position teaching full time in a private school. 
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ln your extended pmcticurn you arc likely tu hcncnt hy hcing pn>-:1ctivc. Take control of your 
ATP experience omU make it work for you. Know what you w:.mt from the ATP. Learn from 
the unusual and unexpected incidents ami ~ituation-.that you m;•y he cnnfnmtl·d with. Keep 
the spectre of assessment in pcrspcctiv~:. Be prepared to deal with stre!-.S. Be rcncctivc ahout 
your past cxperient·e. Mt,sl ,,r all, cnj''Y Y''urself and the pnx:css or hcc,uning a hcttcr 
tcuchcr. 
Best wishes for a successful practicum. 
Dcbonth 
Labor Day, March, 1998. 
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Appendix 1 
A MODEL OF COGNITIVE RESTRUCTURING RESULTING 
FROM EXPERIENCE 
Despite the importance of teacher's practical theories to the process of teaching, lillie attention 
has been given to how changes in the practical theories of teachers occur or the consequences 
of these chungcs. figure 2 is a model of cognitive restructuring resulting from experience 
which I have developed to clahoratc a basic model hy 1-iuhcnnan ( 1993, cited in Dcsforgcs, 
1995, p. 389). A teacher has a practical theory which drives the actions or behaviour of the 
teacher. The teacher's action in the classroom gcncmtcs data, some of which arc new. If these 
data contain no unexpected observations, no restructuring occurs and existing schemata arc 
enriched. If, however, some unexpected data arc observed, the te<lcher makes a response. 
Chinn and Brewer ( 1993) suggest seven possible responses a teacher may make to 
unexpected observations. The teacher may choose to ignore, deny, rationalise, exclude as 
irrelevant, hold in abeyance, reinterpret in terms of their existing practical theory or take 
seriously the unexpected observations. The first six responses will lco1d to no restructuring 
occurring. For example, a teacher might have a practical theory which includes "All 
Aboriginal children arc shy and awkward when speaking in public." In the course of a 
lesson, an Aboriginal child gives an articul;1tC and reasoned response to an environmental 
issue raised by the teacher. The teacher may respond hy thinking, "It's a one off. Noma 
hasn't said anything all year." thus excluding the unexpected data as irrelevant. 
If taken seriously. the unexpected data cause the teacher to enter a stute of disequilibrium. The 
teacher may respond by flight. simple assimilation, trivialisation or deep analysis. In the 
given example, the teacher might think, "Noma must have heard the kids next to her talking 
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• simple !__./ 
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• 
about this" thus trivialising the unexpected data. No restructuring will occur as a result of the 
first three responses, however, the teacher might respond by deeply analysing the unexpected 
data thus entering a state of cognitive conllict. At this point, if no alternative conception 
presents itself. the cycle towards restructuring is broken and no restructuring will occur. If an 
alternative conception is present, hut the teacher considers the alternative to lack practicality, 
the cycle is broken and no restructuring will occur. The IC<ICher, in the given example, might 
think, "What happened with Nonm shows Aboriginal children can express themselves in an 
artil.:ulate and reasoned manner in jl\lhlic when discussing environmental issues, hut it is just 
not praeticalto talk about the cnvironmcnt<lll day." 
However, if the alternative conception is considered to he practical, the teacher progresses 
through cognitive transformation to a new he lief which becomes a part of that teacher's 
practiealtheory. In the given example, the teacher might think, "Ahoriginal children arc 
articulate and reasoned when involved in subjects they arc knowledgeable in and feel 
passionate about." Such thinking will inlluence the teacher's future action in the classroom. 
As can be seen, the links in the cycle of rcstn1cturing nrc rragilc and the possibility of 
completing the cycle is weakened at scvcnd points. Studies show that teachers me likely to 
minimise unexpected observations hy ignoring or absorbing them rather than restructuring 
their beliefs (Desforgcs, 1995). Considerable effort is needed to create lhe possibility of 
restructuring beliefs in the light of experience. Some of the variables I have observed 
impacting on the cycle of restructuring for student teachers during the practicum arc the 
a~scssment based nature of the practicum as weB as the interaction with the supervising 
leacher, the university ~upervisor and other schooi staff (sec figure 3). 
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Figure 3. Some variables impacting on the student teacher. 
Appendix 2: Permission letters 
lnlormation for participation in research on student teachers' 
experience of the practicum. 
Dear student, 
I am a Master of Education student studying at Edith Cowan University. As a part of my 
course requirements I am conducting research on the Student Teaching ATP Prm.:ticum 
program. 
Student teachers and supervising staff approach the ATP with il variety of questions and 
concerns. The purpose of this study is to trace and describe live student teachers' experience 
of their ATP and to interpret this for a wider audience while still preserving the student 
teachers' voices, so that, hoth student teachers and supervisors will gain insight into the 
experience of being a studcnttcm:hcr on ATP. 
As a part of this research I will need to interview student teachers ahout their practicum 
experience. Each ~articipant will he interviewed four times at the following points 
• prior to ATP 
• at the end of the lirst week of ATP 
• at the end of week 5 of A TP 
• in the week after ATP linishcs. 
I expect each interview will he conducted at the university and will take about a half hour. 
Questions asked will relate to your expectations and experience of the ATP and your beliefs 
about teaching. There arc no right or wrong answers. I am interested in your perceptions of 
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the ATP and teaching. Information gathered in this rcscom.:h will not he used in any way to 
influence your assessment or evaluation 
At no stage will you he identified. Your name will not be rt:l'<mlcd. only gender :md 
background cxpcriciH:c relevant to the study. The rc.,ults will he writtl~nup :.sa CiiSC study 
with a pseudonym used where <~ppropriatc.:. 
You will he free to ask questions ahout any aspcl:l of the rL·..,can·h and you may withdraw at 
any time and without any ncgatiw con:-.cquL'IlL"l's. 
I will he happy to talk further with you if you hct\'L' any qucrit·" or would like further 
information. My telephone llllmlx·r 1.; xxx XX\\. I will usually he :1\:nlahlc Monday, Tuesday 
and Friday. You can ring :my tinw. day or night. as the phnnc will \WIIl:h to my voice mml if 
I am not there. 
An ultemative contact person at any stage uf the rl·~earch (e.g .• if you have <my concerns or 
would like further darificHtion) i~ my supcrvbor: 
Dr Bridget Leggett 
Director of Professional Practice 
Edith Cow<m University 
Tel (xx) xxx xxxx Fax (xx) xxx xxxx. 
Thank you. 
Dcbomh Ingram 
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Consent form for participation in research on student teachers' 
experience of the practicum. 
!. _____________ _ (n;~mc), having been informed about all 
m>pccts of the research project, agree to take part in the research into student teachers' 
CX!)Cricncc of their Assistant Teacher Pmcticum being undertaken hy Deborah Ingram under 
the supervision of Dr Bridget Leggett. lt\.ldcrswnd th<1t I am free to <tsk questions about any 
a'ipcct of the research. I have been informed that the information gathered will not be used in 
any way to influence my assessment or evaluation. I am aware that I can withdraw at any 
time without any negative consequences. 
I agree that the research data gathered for this study may be published provided I am not 
identifiable. 
Student signature _____________ Date ___ _ 
Investigator Date ___ _ 
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Consent form for principals with student teachers participating In the 
research study. 
I, (name), have been informed that the 
student teacher , has agreed to take part in the 
research into student teachers' experience of their Assistant Teacher Practicum being 
undertaken by Deborah Ingram under the supc1vision of Dr Bridget Lcggetl. 1 have been 
informed that the information gathered will not be used in any way to influence the student 
teacher's assessment or evaluation. I am aware that the school, the staff, and the student 
teacher will not be identifiable in any material published. 
1 have no objection to the above student teacher participating in the study. 
Principal's signature------------ Date ___ _ 
Investigator Date ___ _ 
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Appendix 3: Interview schedules 
Interview 1 
Where appropriate I would probe wilh more specific questions such as: 
Why do you remember this incident? What did you learn from it? What docs it tell you about 
your belief system? Do you think you will do anything differently now? Why I why not? 
• Can you tell me a bit about your own background. Where did you go to school? Why did 
you decide to go into teaching? 
'"' Tell me about your past prac experiences. l-Ias there been any particular event that has 
occurred that has influenced or changed bow you think about teaching? 
• Why do you remember this incident? What did you learn from it? What docs it tell you 
about your belief system? Do you think you will do anything differently now? Why I why 
not? 
• How are you feeling about the ATP'l 
• What do you expect from your ATP'l 
• What aspect of ATP arc you looking forward to the most? 
• What aspect of ATP arc you not looking forward to? 
• What do you think the role of your supervising teacher is? 
• What do you think the role of the university supervisor is? 
• Do you have any expectations of other school staff and their role in you ATP? 
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• How well do you think you have been prepared for ATP (the rcalily of classroom life) by 
your university course and prac experience? 
• How would you define teaching? What metaphor would you use to describe being a 
teacher? 
• How would you define learning? How would you know if someone has learned 
something? 
• What do you think is the main rurposc of ATP? 
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Interview 2 
Where appropriate I would probe with more specific questions such as: 
Why do you remember this incident? What did you learn from it'? What docs it tell you about 
your belief system? Do you think you will do anything differently now? Why I why not? 
• Tell me about your first week. 
• Has it hccn what you have expected? In what ways? 
• What has occurred that hus been unexpected'! 
• What kinds of concerns have you h<td this week? !low have you dealt with them or how 
do you expect to deal with them'! 
• What has been the hcst thing about this week? 
• What has been the most difficult thing ahoutthis week? 
• Ha'l there been ;my p;lrticul<lrcvcnt that hasoccurn.xl that hwdnflucnccdor changed how 
you think about teaching? 
• Is the supervising teacher meeting your expectations? In what ways? 
• Is the university supervisor meeting your expectations? In what ways? 
• How have other school staff affected your week? 
• How have the students affected your week? 
• What would you say has hccn the most valuahle thing you have learned this week? 
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Interview 3 
Initially I would have questions that arise as a result of the previous interview. 
Where appropriate I would probe with more spccilic questions such as: 
Why do you remember this incident? What did you learn from it? What docs it tell you about 
your belief system? Do you think you will do anything differently now? Why I why not? 
• Tell me about your ATP so far . 
• Has it been what you have expected? In what ways'! 
• 
• 
What has occurred that has hccn unexpected? I low have you dealt with the unexpected? 
What kinds of concerns have you had over this half of ATP? Give a brief example of one 
of those concerns and your approach to it. 
• What has been the best thing about i\TP so far'! 
• What has been the most difficult thing ahout ATP so far? 
• How would you define teaching'! What metaphor would you usc to describe being a 
teacher? 
• How would you derine learning? How would you know if someone has learned 
something? 
• What has been the mostuscfulthing you have learned about learners as a resull of the 
ATP so far? 
• What do you think is the relationship between teaching and learning? 
• Has there been any particular event that has occurred that has influenced or changed how 
you think about teaching? 
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• Having experienced ATP so far do you still want to teach? 
• If yo.: w~re ever to leave teaching what do you think the reason would be? 
• Is the supervising teacher meeting your expectations? In what ways? 
• Is the university supervisor meeting your expectations? In what ways? 
• How have other school staff affected your week? 
• How have the students affected your week? 
• What would you say has been the most valuahle thing you have learned ao; a result of 
ATP so far? 
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Interview 1\ 
Where appropriate I would probe with more specific questions such as: 
Why do you remember this incident? What did you Jearn from it? What docs it tell you about 
your belief system? Do you think you will do anything differently now? Why I why not? 
• Tell me about your ATP. 
• I would have questions that arise as a result of the previous interview. 
• Was the ATP what you hud expected? In what ways? 
• What occurred that was unexpected'! I low did you deal with the unexpected? 
• What kinds of concerns did you have over this latter half of ATP? Give a brief example of 
one of those concerns <md your approach to it. 
• What has been the best thing about ATP? 
• What has been the most difficult thing about ATP'! 
• How would you define teaching? What metaphor would you usc to describe being a 
teacher? 
• How would you de line learning? !low would you know if someone has learned 
something? 
• What has been the most useful thing you have learned ahout learners as a result of the 
ATP? 
• What do you think is the rci<Jtionship between teaching and learning? 
• Has there been any particular event that has occurred that has innucnccd or changed how 
you think about teaching? 
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• Having experienced ATP do you still want to teach? 
• If you were ever to le:.1ve teaching what do you think the reason would be? 
• Did the supervising teacher meet your expectations? In what ways? 
• Did the university supervisor meet your expectations? In what ways? 
• How did other school staff affected your ATP'! 
• How did the students affected your i\TP? 
• What wouiJ you say has been the most valuable thing you have learned as a result of 
ATP? 
• What do you think was achicvec.l hy the ATP? 
• What would you change about the ATP? 
• What would you say to next year's third years as they face their ATP? 
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Interview (withdrawn) 
To be used in the event of a participalll withdrawing from the ATP 
Where appropriate I would probe with more specific questions such as: 
Why do you remember this incident? What did you learn from it? What docs it tell you about 
your belief system? Do you think you will do anything differently now? Why I why not? 
• Tell me about your ATP. 
• I would have questions that arise as a result of the previous interview. 
• Was the ATP what you had expected? In what ways? 
• What occurred that was uncxpccled? How did you deal with the unexpected? 
• What kinds of concerns did you have? Give a brief example of one of those concerns and 
your approach to it. 
• What has been the best thing about ATP'? 
• What has been the most difficult thing about ATP? 
• How would you define teaching? What metaphor would you usc to describe being a 
teacher? 
• Why did you decide to withdraw? 
• Was there any particular event that occurred that influenced or changed how you think 
about teaching? 
• Having withdrawn from ATP do you still want to teach? 
• Did the supervising teacher meet your expectations? In what ways? In what way, if any, 
did the supervising teacher affect your decision to withdraw? 
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• Did the university supervisor meet your expcctutiom.? ln what ways? ln what way, if 
any, did the university supervisor affect your decision to withdraw? 
• How did other school staff affected your ATP? In what way, if any, did the other school 
staff affect your decision to withdraw? 
• How did the students affected your ATP? In what way, if any, did the student~ affect 
your decision to withdraw? 
• What would you say has been the most valuublc thing you have learned as a result of 
ATP? 
• What do you think was achieved hy the ATP'! 
• What would you change about the ATP? 
• What would you say to next years third years as they face their ATP? 
Page 128 
